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Abstract 
This study explores ways in which the experiences of long-serving teachers 
within three inner city schools can improve our understanding of factors 
that influence teachers to remain in the profession. The research is situated 
within a socio-political climate where there are concerns about teacher 
attrition in general and where the issue of teacher retention is perceived to 
be particularly acute in challenging schools. The thesis challenges the 
prevailing discourses surrounding inner city schools and the teachers who 
work in them by turning to the voices of experienced teachers and 
exploring their reasons for remaining in these schools. 
The research was conducted with twenty long-serving teachers within a 
qualitative research paradigm employing semi-structured interviews. The 
GHVLJQRIWKHUHVHDUFKZDVLQIOXHQFHGE\*RRGVRQ¶VFRQFHSWRIWKHµ9DOKDOOD
RI YRLFH¶  7KH DQDO\VHV RI WKHVH GDWD FRPSULVH D µEULFRODJH¶
approach, blending thematic analysis with a discourse analysis of the 
teacherV¶ XVH RI FRQFHSWXDO PHWDSKRUV 7KH WKHRUHWLFDOXQGHUSLQQLQJV IRU
these analyses were inspired and JXLGHGE\ WKHGDWDJHQHUDWHG7RQQLHV¶
concepts of gemeinschaft and gesellschaft (2001) have been influential and 
the thesis identifies locational and relational ties as important factors in 
motivating teachers to commit to working in challenging schools and the 
communities they serve. The study suggests that a more informed 
understanding of community context and of the µfunds of knowledge¶ 
(Gonzalez, Moll and Amanti 2005) that exist within that community 
enhances the experiences of teachers working within the community.  
Analysis of the metaphors used by the teachers provides insights into how 
they form their professional identities and respond to the demands of 
teaching in challenging schools. The study shows that dominant discourses 
around challenging schools and the teachers who choose to work in them 
need to be questioned and that there is not one homogenised way in which 
teachers experience their work. The study thus calls for policy-makers and 
UHVHDUFKHUV WR ILQG ZD\V RI UHFRJQLVLQJ DQG YDOXLQJ WHDFKHUV¶ LQGLYLGXDO
strengths and commitments in order to support retention in the profession.  
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Chapter 1: Introduction 
1.1 The focus of this study 
Both within the United Kingdom and further afield, there are concerns 
about the fact that teaching is a profession which is characterised by high 
rates of attrition. The problem of teacher retention is regularly headlined in 
the media.  For example, on the first day of the new decade, the Guardian 
QHZVSDSHU SULQWHG D VWRU\ ZLWK WKH KHDGOLQH µHundreds of thousands of 
qualified teachers not working in professioQ¶ (Williams, The Guardian, 1st 
January 2010). The article discussed some of the reasons why so many 
teachers in England who had invested time and effort into qualifying to 
teach had chosen to leave the profession; it was one of a number of other 
articles DUFKLYHG XQGHU WKH KHDGLQJ µ7HDFKHU 6KRUWDJHV¶ 7KH 2010 
newspaper story was published thirteen years after the Labour Government 
FDPHLQWRSRZHULQZLWKDQHOHFWLRQVORJDQRIµ(GXFDWLRQ(GXFDWLRQ
(GXFDWLRQ¶DQGDmandate of improving the quality of education.  
The problem of teacher shortage is heightened in urban schools within 
areas of high socio-economic deprivation (Smith and Smith 2006). Studies 
depict teaching as an ageing profession (for example, McKenzie 2005) and 
there are concerns that the gap left by those reaching retirement age will 
not be filled.   
This is an important part of the context for my study, which is about the 
working lives of teachers in three inner-city secondary schools. The 
teachers whose careers I have studied have taught in challenging inner city 
schools for the entirety of their careers. Put simply, the aim for this study 
is to understand why they chose to stay and work in schools serving areas 
of social and economic disadvantage whilst others chose to leave.  
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The study therefore sets out to answer the following research question: 
 What can we learn about teacher retention from the experiences of 
long-serving teachers in challenging schools? 
 
1.2 Starting points 
The thesis has arisen from my personal experience of working in a small 
urban school which facHGµFKDOOHQJLQJFLUFXPVWDQFHV¶ throughout the time I 
worked there. According to multiple deprivation indices, it served one of 
the most disadvantaged areas in the country. During my training year in 
the early 1990s I had gone to the school on my main teaching practice; I  
successfully obtained my first teaching post in the school in the following 
year. I remained at the same school for the rest of my teaching career, 
albeit with a two year period of secondment as second in department at a 
much larger county school. I finally handed in my notice in the summer of 
2008 as the school was officially closed, to be taken over and run by 
another, PRUHµVXFFHVVIXO¶QHLJKERXULQJVFKRROSULRUWREHLQJ re-opened as 
an Academy the following September.  
During my time at the school, which features in the current study, I had 
progressed from being a newly qualified teacher of English to Head of the 
English Department. My final role was an Advanced Skills Teacher with 
responsibility for beginner teachers. On my last day in the school there 
were still colleagues ZKR UHIHUUHG WR PH DV µMXQLRU¶ IRU despite its 
µFKDOOHQJLQJFLUFXPVWDQFHV¶ the school had always been served by a very 
stable staff.  
I wanted to try to understand the reasons for this stability. There were two 
other schools in the Local Authority facing similar changes and I realised 
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that these seemed to have sizeable cohorts of teachers who had spent 
most of their careers at the same school. These observations appeared to 
conflict with the widely circulated representation of teaching as a 
profession suffering from problems of retention.  
I became a teacher for many reasons. , FDQ¶W UHPHPEHU D WLPH ZKHQ
WHDFKLQJGLGQ¶WVHHPOLNHDQDWtractive option to me. On work experience, 
at the age of 16, I went to a local junior school and neatly slotted into the 
role of teaching assistant for a week. I remember watching films and TV 
programmes set in schools and thinking that the job of a teacher seemed 
like something I would want to do. This was not because of a desperate 
need to make a difference or because I perceived myself to have a strong 
sense of vocation. I found that I identified with the teachers on the screen 
and felt that school seemed a comfortable and natural workplace to be in. 
My father was a secondary school teacher. I think this had an impact upon 
my decision, though it is hard to exactly say why. I remember thinking that 
it was nice that kids in the neighbourhood knew him and knew us, his 
family. My brother and I would walk to his school at the end of our primary 
school day and, again, I felt very comfortable there. He taught technical 
drawing and woodwork and even today I have very strong associations 
between sawdust, his teaching area and the happy atmosphere. He 
seemed to my young eyes to be well regarded by his immediate colleagues 
(members of his department), the caretaking staff and the pupils. He had 
strong emotional and relational ties with all of the staff in the school apart 
from the senior management, who he seemed to regard as foolish. 
My father had come into teaching as a second career. Formerly he had 
been a draughtsman. He was the first of his family to be a member of a 
profession. He was committed to gaining formal qualifications and I 
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remember him studying for his BA and later his MA during the evenings. I 
did not attend the school he taught in as he believed it would be 
detrimental to my own education for us to be in the same place. 
Consequently I never saw what the day to day realities of his work were. 
Later, when I was in my early teens, he went to work in the further 
education college. This seemed to mark the end of his love affair with 
teaching. Many years later he was made redundant from the college, he 
received the letter in a pile of post we brought to him in hospital during the 
week we found out he had lymphoma, a form of cancer.  
At present, in remission, he works for the Lymphoma Association travelling 
the country to set up support groups for people whose lives are affected by 
the disease. In these recent years I have been reminded of the role he held 
within the community when he was the local secondary school teacher, as 
people from all walks of life who have come into contact with him through 
his support group work address him with warmth. The standing he had as a 
teacher is there once again. He excels at building relationships with people 
especially those who are vulnerable. He has strong relational ties with the 
people within his community.  
Once I left home to study for my first degree in English, I embraced the 
concept of social (in) justice, finding evidence of it everywhere. I went on 
political marches, was involved in sit-ins and came home during the 
holidays to row with my father, whose politically conservative outlook 
clashed with my own youthful left wing political ardour. I discovered a 
passion for the study of language and the possibility that such study could 
make social injustices visible. I was convinced that education had a key 
role to play in redressing social injustice and volunteered for a student 
home literacy scheme where university students were matched with 
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families in inner-city Liverpool. Through this I met Ola, a seven year old 
living in one of the poorest areas of the city. Ola introduced me to the 
experience of urban education from the perspective of a second language 
learner whose only exposure to English was in school, outside the home 
and family environment. It was 1989, the National Curriculum had just 
been introduced, and I chose to write a sociolinguistic analysis of the 
English Subject Order as my undergraduate dissertation; I wanted to 
highlight the injustices of the curriculum proposed for pupils such as Ola. It 
was my first knowing encounter with the impact of policy on lives lived on 
the edges of the dominant discourses.  
Throughout my engagement with this research I have encountered a range 
of reactions to the subjects of my study, from both within and outside the 
world of education. The majority view amongst those who have asked what 
I am researching, accords with  media portrayals of long-serving teachers 
in challenging schools as µGLQRVDXUV¶ ZKR KDYH UHPDLQHG LQ WKH VFKRROV
because they were too lazy, or not good enough to move on. Those who 
have countered this view tend to fall into one of two camps: they either 
have worked in challenging schools themselves or they are training to 
teach in such schools.  
 
1.3 Dominant discourses 
7HDFKHUV LQ µFKDOOHQJLQJ¶ VFKRROV KDYH WR GHDO ZLWK QHJDWLYH SROLF\ DQG
media portrayals. In the United Kingdom, the relationship between 
educational policy and media has many dimensions; the media can critique 
government policy, but the media can also be used by government to put a 
particular spin on policy. Whilst policy makers are reliant upon the media to 
act as a main means of communication with the electorate (Levin 2004), 
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the media is dependent upon policy-makers for sources of news. Blackmore 
and Thomson (2004) note that educational stories have a high priority 
within British media texts and that media and policy-makers have become 
embroiOHG WR WKH H[WHQW WKDW WKHUH H[LVWV D µFRHUFLYH FXOWXUH RI
FROODERUDWLRQ¶ ZLWKLQ WKH 8.   $V D UHVXOW WKHUH DUH VRPH
µJLYHQV¶ZLWKLQWKHGLVFRXUVHRIERWKSROLF\DQGPHGLDWH[WV 
2QH µJLYHQ¶ LV WKH GLVFRXUVH RI µFKDOOHQJLQJ FLUFXPVWDQFHV¶ LQ ZKich poor 
examination performances are equated with failing schools and teachers; 
within this discourse other measures of success are not valorised. The 
stereotypical response within the media is to portray µFKDOOHQJLQJ¶VFKRROV
as hostile, bleak places where failing students are taught by failing 
teachers. At the time of conducting my study, the policy µsolution¶ to the 
µproblem¶ of failing schools is to condemn them, close them and then either 
SODFH WKHP LQ WKH FDWHJRU\RI µ1DWLRQDO&KDOOHQJH¶ or open Academies in 
their place.  
A second discourse is that of tHDFKHU µSHUIRUPDQFH PDQDJHPHQW¶
According to government policy, DWHDFKHU¶VSHUIRUPDQFHFDQEHPHDVXUHG
by setting targets, for example, in relation to pupil examination results. 
Success in achieving these targets and externally imposed standards can 
be rewarded by movement up the pay scale (TDA 2007). A frequent media 
response is the publication of news stories about parents having the power 
WRµRXW¶WHDFKHUVZKRDUHQRWSHUIRUPLQJ 
Parents are to be given powers to identify weak teachers and seek their 
removal from schools after critics said a series of initiatives had failed to 
break the cycle of failing schools.  
(Preston 2005) 
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These depictions feed into the increasing problems associated with 
attracting, and more specifically, retaining teachers in the schools which 
cause such concern.  
Thomson (2007) objects to media and policy representations of 
µFKDOOHQJLQJ¶VFKRROVZKLFKIDLO to study the relationships between context 
and student and school outcomes. My own experience of teaching in a 
µIDLOLQJ¶VFKRROPDNHVPHV\PSDWKHWLFWR7KRPVRQ¶VYLHZ,TXHVWLRQ both 
the media depictions and the policy responses; my experience as a teacher, 
and latterly as a researcher, challenges the overwhelmingly negative 
portrayals of lives lived in such schools. Whilst the communities served by 
the schools in this study share some commonality in terms of the 
µSUREOHPV¶they face in their areas, each school had different experiences of 
working within these contexts. The individuals living within these 
disadvantaged communities were not a disenfranchised homogenous group 
with little agency. There were plenty of examples of resilience, good-
humour and dignity to counter-balance the negative elements.  
So, for example, whilst the school I worked in was in a community 
characterised as having low literacy levels and low aspirations, there were 
PDQ\ IDPLOLHV ZKR ZHUH ILHUFHO\ VXSSRUWLYH RI WKHLU FKLOGUHQ¶V HGXFDWLRQ
and immensely proud of the efforts their child made. Whilst there were few 
male role models for individual children outside of school, the school 
worked with an Education Improvement Partnership which utilised male 
parents and community elders to help run clubs. Most tutor groups were 
comprised of at least one student who was also a carer for the adult in 
their home. There were many refugee children whose time in the school 
was transient. There were children living in homes affected by alcoholism, 
drug addiction and ill-health. Whilst there were many students living lives 
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of crisis or stress, there were individual students who became positive role 
models for their peers.  
Community crisis had an impact upon school life from time to time, one of 
the most tragic examples being the death of a year 10 student, shot whilst 
she was walking home from a fair with her friends, fellow-students in the 
school. In this period of extreme sadness, the school worked with the local 
FRPPXQLW\WRKHOSQXUWXUHDQGFDUHIRUWKHVWXGHQW¶VIULHQGVDVWKH\FDPH
to terms with this tragedy. Two years after her death, her fellow students 
were in the national news when they dedicated their GCSE results to her 
memory.  Six years later her best friend is producing a play about gun 
FULPHLQRQHRIWKHFLW\¶VWKHDWUHV 
Like Thomson, I feel it is imperative that there is a greater awareness, on 
the part of policy-makers and those responsible for media portrayals of 
policy, of the diverse ways in which different communities experience 
socio-economic disadvantage:  
Understanding the patterning that produces the difficulties in urban 
schools leads to understanding the ways in which public policy 
agendas might better support urban education. It also suggests 
schools can benefit from getting to understand their local 
circumstances rather than assume that what they see is the result 
of individual deficiencies or homogenized cultures of poverty. 
(Thomson 2007: 1061) 
Rather than seeking solutions to the problem of teacher attrition in schools 
serving disadvantaged communities withLQ WKH GLVFRXUVH µJLYHQV¶ RI
measurability and standards, my study seeks to find possible solutions 
through long-VHUYLQJWHDFKHUV¶ accounts of their working lives within these 
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communities. In this way, I question the model of teacher identity enacted 
in the media and policy discourse, where professionalism can be reduced to 
a set of individual standards and functions.  
The main motivation for my study therefore was to explore what had 
motivated a sample of twenty long-serving teachers ± those who had been 
in the same school for twenty years or more ± to stay in schools facing 
µFKDOOHQJLQJ FLUFXPVWDQFHV¶ DQG VHUYLQJ µGLVDGYDQWDJHG FRPPXQLWLHV¶
Analysis of my data uncovered three macro-themes emerging from their 
interview-conversations; these themes demonstrated the ways in which 
individuals and communities are linked through relational ties, locational 
ties and ties of shared values.   
A further impetus for my study came from my own observation that 
experienced colleagues across the Local Authority were not being involved 
or consulted about the huge structural change that was about to affect the 
ways in which education was to be altered by the new Academy policies. 
My previous experience, before teaching, had been in Government 
sponsored research into the effects of its own policies, as a research 
associate on the national project evaluating the impact of the National 
Curriculum (Raban, Clark and McIntyre 1994). The project incorporated 
interviews with teachers as part of the research design, though little 
attention was paid to this strand of the data by the sponsors. This 
H[SHULHQFH KDG VKRZQ PH DW ILUVW KDQG KRZ LPSRUWDQW LW LV WR EH µRQ-
PHVVDJH¶ZLWKJRYHUQPHQWGHFLVLRQVDERXWHGXFDWLRQDOSROLF\LI\RXUYRLFH
is to be heard.  I have sought here to try and provide a means of 
representing long sHUYLQJWHDFKHUV¶YRLFHVUHJDUGOHVVRIZKHWKHUWKHVHDUH
µRQ-PHVVDJH¶.  
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During the research, the teachers have allowed me access to highly 
privileged data and accounts of their working lives which were often 
inspiring and moving. I share %HYHUOH\6WDQIRUG¶V response: 
I found the real treasure in this study was the discovery of the 
group of remarkably strong, wise, positive, compassionate, and 
persevering teachers. How many others like them are in schools 
DFURVV WKHQDWLRQEDWWOLQJ³WKHSOLJKWRI FKLOGUHQDQd youth in our 
GHFD\LQJ FLWLHV´ DQG GRLQJ VR XQQRWLFHG" 7KHLU GD\V LQ WKH
classroom are approaching an end. We need to listen to their 
wisdom before they go.  
(Stanford 2001: 840) 
 
1.4 Outline of the thesis 
The thesis follows a traditional structure, beginning with a review of the 
literature in chapter two. In this chapter, I set the context for the rest of 
the study by exploring differing policy and research responses to the 
problem of teacher retention within the United Kingdom and internationally. 
In my discussion of this literature, I am interested in the ways in which 
WHDFKHUV¶ZRUNLVFRQVWDQWO\EHLQJUHILJXUHGDQGUHFRQFHSWXDOLVHGE\SROLF\
and so present an account of the debates into the professionalization of 
WHDFKHUV¶ ZRUN 6LQFH any discussion of teacher retention needs to take 
account of studies of beginner teachers, there follows an analysis of work 
about what attracts new entrants to the profession and the perceived 
rewards of the profession in terms of motivating people to stay.  
Underpinning the thesis is a consideration of what it means to be a long-
serving teacher and the construction of professional identity. The literature 
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review explores the ways in which the concept of identity is contentious 
and from this perspective looks at different representations of long-serving 
teachers within media texts and academic literature. The experience of 
conducting the research and the subsequent analysis of the data led me to 
explore literature on place and identity and the special construct of schools 
as places of identity formation. The chapter focuses on ways in which this 
has been discussed within the field of social geography. I then move to 
consider the ways in which urban inner-city schools have emerged as an 
important focus for recent educational research. I conclude with an 
examination of the different portrayals of community within the research 
LQWR VFKRROVDQGVFKRROLQJ7KLV LVZKHUH, LQWURGXFH7RQQLHV¶ WKHRULHVRI
gemeinschaft and gesellschaft which became, during the period of my 
analysis, important metaphors for helping me to make sense of the stories 
emerging from the data. 
In chapter three I present the research design for the study. I seek to 
clarify my own position within the research and to identify ethical 
considerations and concerns.  
I justify my choice of LQWHUYLHZV DERXW WKH WHDFKHUV¶ ZRUNLQJ OLYHV by 
following the recommendations of key figures within the field, notably Ivor 
*RRGVRQDQGHQGHDYRXUWRILQGZD\VRIUHSUHVHQWLQJWKHWHDFKHUV¶YRLFHV
without speaking for them (for example, Goodson and Sikes 2001). My 
DQDO\VLV RI WKH GDWD IROORZV D µEULFRODJH¶ DSSURDFK .YDOH DQG %ULQNPDnn 
2009) blending thematic analysis with a discourse analysis of the 
SDUWLFLSDQWV¶XVHRIFRQFHSWXDOPHWDSKRUV 
The next section of the thesis presents in detail both the findings and the 
thematic analysis of the data. In chapter four, I look at the ways in which 
the concept of place and the long-VHUYLQJWHDFKHUV¶UHODWLRQVKLSVWRSODFHV
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over time may provide a lens into deepening understanding about why this 
group of long-serving teachers chose to stay in schools in challenging 
contexts. I show how in a climate in which the profession is tightly 
controlled and suffering from problems of retention and recruitment, the 
teachers discuss intensely personal and emotional commitments to their  
outwardly unattractive workplaces. The teachers talk about the emotional 
dimensions of their work and the emotional ties of their work-µSODFH¶7KH
chapter concludes that in choosing to belong to one community of place, 
these long-serving teachers are bound by ties of loyalty and 
professionalism to a particular community. Their emotional commitment to 
teaching as a vocation is highlighted. Their stories offer alternative 
portrayals of teaching in challenging school contexts. 
Chapter five reports and analyses the ways in which the teachers in this 
study drew on memories which Goodson, Moore and Hargreaves (2006) 
UHIHU WR DV µVRFLDO QRVWDOJLD¶ 7KHVH PHPRULHV ZHUH DQDO\VHG DQG WKH
emerging themes were grouped under the macro-theme of relational ties, 
as the participants described events which linked aspects of their 
professional lives to key relationships that had evolved over their time in 
the school. This macro-theme of relational ties is presented in the chapter 
as being made up of three dimensions: themes that draw on relationships 
originating in school; themes which extend the family; and themes relating 
to relationships which extend beyond the school gates. From this analysis, 
I propose that strong emotional ties that have developed over time are 
highly relevant factors in motivating teachers to feel a sense of belonging 
DQG DWWDFKPHQW WR D µFRPPXQLW\ RI NLQ¶ They are therefore important 
drivers in motivating teachers to remain in the profession.  
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In chapter six, I report and analyse the metaphors used by the teachers as 
they described their experiences in the schools. I suggest that these 
metaphors provide a possible reading of the data through which we can 
reach an understanding of the ways in which individual teachers have 
YLHZHG WKHLU H[SHULHQFHV ,Q WKLV FKDSWHU , IROORZ /DNRII DQG -RKQVRQ¶V
premise that the metaphors we use demonstrate the ways in which we 
conceptualise our experiences (2003). After a detailed presentation of the 
ways in which one of the participants draws on the conceptual metaphor of 
life as a journey to structure his experiences, I suggest that the teachers in 
this study draw on clusters of metaphors. The conceptual metaphors are, I 
EHOLHYH FRQWH[W GHSHQGHQW DQG UHIOHFW D VQDSVKRW RI DQ LQGLYLGXDO¶s 
experience within a specific time and situation. Therefore whilst I am 
tentative about generalising from this data, I suggest that individuals can 
change their conceptual metaphors and link them to the process of identity 
reformation. I conclude that as these conceptual metaphors are not fixed, 
teachers have agency in choosing to change the metaphors they live and 
teach by.  
In the final chapter I draw the chapters together and return to the original 
research question. The study shows that long-serving teachers have a 
great deal to contribute to debates about retention and my FRKRUW¶V
H[SHULHQFHLVHVSHFLDOO\UHOHYDQWWRGLVFXVVLRQVDERXWUHWHQWLRQLQµVFKRROV
IDFLQJ FKDOOHQJLQJ FLUFXPVWDQFHV¶ , SURSRVH WKDW 7RQQLHV¶ WKHRU\ of 
gemeinschaft and gesellschaft offers a powerful lens for understanding 
more about what has motivated this group of teachers to stay. Through 
this research, I believe that I have demonstrated that the teaching 
profession is not, nor should it be, comprised of a homogenous 
standardised type of teacher. I suggest that the metaphor analysis 
provides a means of understanding how teachers can construct their 
22 
 
experiences and help them to retain agency during challenging periods. I 
argue that an understanding of local community context matters and that 
dominant discourses should find ways of valuing experience, commitment 
and loyalty.  
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Chapter 2: Review of the Literature 
In this chapter, I present a review of literature relevant to the themes of 
this study beginning with studies into teacher attrition and retention. I then 
discuss some of the literature on teacher identity and long-serving teachers 
in particular. The chapter concludes with a review of literature which 
focuses on place, schools and community. 
2.1 Problems of retention 
A central focus of this study is the retention of teachers within a profession 
that is characterised by high rates of attrition (Borman and Dowling 2008). 
According to Cochran-6PLWKµWHDFKHUVKRUWDJHVDUHQRWQHZ¶
in the editorial of a journal issue devoted to teacher retention, she argues 
that the problem of teacher shortage has recurred periodically throughout 
the latter half of the twentieth century. Teacher shortage is a feature of the 
international landscape of teacher employment which, according to Ladd, is 
bleak: 
Despite differences in their histories, cultures, and economies, all 
industrialized countries face the challenge of how to ensure a supply 
of high-quality teachers sufficient to meet demand.  
(2007:202) 
Hayes, in a discussion of  teacher shortages within the primary sector in 
WKH8QLWHG.LQJGRPUHLWHUDWHVWKHVHFRQFHUQVDUJXLQJWKDWµHQVXULQJWKDW
there will be enough skilled teachers to educate all children is a priority for 
WKH JRYHUQPHQW RI DOPRVW HYHU\ :HVWHUQQDWLRQ¶ +D\HV  . The 
µGRPLQDQWUHVSRQVH¶WRWHDFKHUVKRUWDJHVKDVEHHQWRLQYHVWLQKLJK-profile 
24 
 
strategies aimed at recruiting new entrants to the profession (Ingersoll 
2001).  
Ashby et al (2008) provide a detailed review of the literature on beginning 
WHDFKHUV¶H[SHULHnces of initial teacher preparation which includes a focus 
RQ ZKDW DUH WHUPHG WKH µSXVK DQG SXOO¶ IDFWRUV LQIOXHQFLQJ SRWHQWLDO
WHDFKHUV¶ GHFLVLRQV WR HQWHU WKH SURIHVVLRQ ,Q WKH 8QLWHG .LQJGRP WKH
recruitment strategy which began shortly after the Labour government 
came into office took many forms. The strategy incorporated financial 
LQFHQWLYHV VXFK DV µJROGHQ KHOORV¶ DQG WUDLQLQJ EXUVDULHV IRU VKRUWDJH
subjects, and there was also increased provision of training routes into the 
profession which allowed for more flexibility by accommodating 
employment-based and part-time options, encouraging mature entrants 
and career changers (Hobson et al 2009a).  
There is literature that challenges the view that this focus on recruitment is 
the most appropriate strategy for addressing the issue of teacher attrition. 
Ingersoll and Smith argue that attracting new recruits to the profession is 
µWKH ZURQJ VROXWLRQ WR WKH WHDFKHU VKRUWDJH SUREOHP¶   WKHLU
focus is on the high numbers of teachers who leave after they have 
qualified. Ingersoll and Smith and others (e.g. Smithers and Robinson 
2004) propose that the solution lies in strategies to reduce the numbers of 
WHDFKHUV OHDYLQJ WKH SURIHVVLRQ 6LPLODUO\ 'HDQ DUJXHV WKDW µRI WKH WZR
elements ± recruitment and retention ± which constitute the current 
headline problem of teacher shortage in United Kingdom schools, it is 
FRPPRQO\DJUHHGWKDWWKHPRUHSUREOHPDWLFLVUHWHQWLRQ¶-493). 
Retention of qualified teachers has also been identified as an international 
problem (Kyriacou, Kunc, Stephens and Hultgren 2003), it became a 
priority in America (NCTAF 2002; Ingersoll 2003; Jalongo and Heider 
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LQ$XVWUDOLD6NLOEHFNDQG&RQQHO2¶%ULHQ*RGGDUGDQG.HHIH
2007) and across Europe:  
Many national policy-makers are concerned that the teaching profession 
should be an attractive one and are aware of the importance not just of 
mobilising prospective teachers for initial training and recruitment but 
ensuring that they then remain in the profession.  
(Eurydice 2002: xxv) 
A worldwide study into teacher retention was undertaken by the 
Organisation for Economic Co-operation and Development (OECD). The 
report, Teachers Matter: Attracting, Developing and Retaining Effective 
Teachers (McKenzie 2005) discussed the different approaches that were 
undertaken across twenty five different countries to try to improve 
retention rates. It found that policies aimed at retaining high quality 
teachers were a main concern and that this concern would influence future 
educational policy initiatives across the globe. The OECD study also found 
that teachers in the early stages of their career were most likely to leave. 
Ewing and Smith articulate widespread concerns about the number of 
beginning teachers who are leaving the profession: 
It is well established in countries in the Western world that between 
25% and 40% of all newly-recruited teachers resign or burnout in 
their first three to five years of teaching (Ewing and Smith 2003:15) 
:KLOVW 6PLWK DQG 6PLWK UHSRUW WKDW LQ $PHULFD µWHDFher attrition shows 
that 30 to 50 percent of teachers leave the profession within the first five 
\HDUV¶   Whe problems of retaining beginner teachers is 
particularly acute in England where fewer than half of those who begin 
teacher training programmes are teaching five years later (HMSO 2004: 3).  
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7KH2(&'¶VUHSRUWDOVR identified the fact that internationally the profession 
was characterised as an ageing workforce with many members of this 
workforce due to retire in the near future (McKenzie 2005). Smithers and 
Robinson found that wastage rates were µUHODWHG WR DJH DQG OHQJWK RI
service with those at the two HQGV RI WKH VSHFWUXP PRUH OLNHO\ WR JR¶
(2004: 40). The age profile of the teaching force leads to further anxieties 
about the impact of long-serving teachers reaching retirement age in the 
UK (HMSO 2004: 8) and in the United States. Smith and Smith report that 
µthis situation is further complicated by an aging teaching population with 
an expected retirement rate of fifty percent in the coming GHFDGH¶
34).  
The attrition of teachers is particularly acute in urban high-poverty schools, 
ZKHUHWKHGDWDµUHYHDODGLVSURSRUWLRQDWHO\KLJKWXUQRYHUUDWHIRUWHDFKHUV¶
(Smith and Smith 2006: 35). This supports other studies which portrayed 
the picture of attrition as being most problematic in schools serving 
disadvantaged communities; these reports appear to foresee a bleak future 
for recruitment and retention in such schools (McKenzie 2005; Quartz 2003; 
Guin 2004).  Cohen discusses yearly attrition rates for urban American 
schools which are consistently higher than for other types of school, 
explaining that  
It is rare for a teacher to remain in one urban school for more than 10 
years, and even more unusual for that teacher to be highly educated 
and deeply invested. 
 (2009: 472) 
McKinney, Berry, Dickerson, and Campbell-Wheatley describe the turnover 
RI WHDFKHUV LQ VXFK VFKRROV DV µGLVWXUELQJO\ KLJK¶  ZKLOVW other 
research points to the cost implications of this pattern of attrition: 
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The exit of teachers from the profession and the movement of 
teachers away from low-performing schools are costly phenomena. 
Students lose the value of being taught by an experienced teacher, 
and schools and districts must recruit and train their replacements  
(Alliance for Excellent Education 2008:1).  
Again writing in an American context, Jalongo and Heider make the point 
PRUHVWDUNO\µ6LPSO\VWDWHGWHDFKHUDWWULWLRQLVGLVUXSWLYHWRWKHHGXFDWLRQ
RIVWXGHQWV¶ (2006:380). 
In the United Kingdom, government reports identify problems with 
UHFUXLWLQJDQG UHWDLQLQJ VWDII LQ µVFKRROV IDFLQJ FKDOOHQJLQJFLUFXPVWDQFHV¶
(DfES 2001: 55; HMSO 2004: 12). Smithers and Robinson advised that: 
Schools, particularly in the secondary phase, with low achieving pupils, 
with high eligibility for free schools meals, and with an above average 
proportion with special needs, tend to find it more difficult to retain 
staff. Further consideration should be given as to how to attract and 
retain good teachers in those schools.   
(2004:38) 
The literature that explores problems associated with retaining long-serving 
schools in inner-city schools is especially pertinent to my study. In order to 
develop an informed understanding of why some teachers stay however, it 
is important to explore what the literature suggests are reasons for 
choosing to leave the profession.  
Studies which have tried to establish the reasons for the high attrition rates 
from the profession have found that there is a range of contributing 
factors. The Becoming a Teacher project found that pupil discipline and 
workload were reasons cited most often by beginning teachers leaving the 
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profession (Hobson et al 2009b: x). This supported an earlier study by the 
Department for Education and Skills (DfES) which also found that workload 
and pupil behaviour were factors contributing to the attrition rates (2001: 
55). They also found that teachers would have welcomed more 
opportunities for professional development which was often adversely 
affected by competing demands on their time (2001: 55). According to 
Smithers and Robinson, workload was also identified as a factor by Ross 
and Hutchings in their review of the administration and management of the 
recruitment, development and retention of teachers in Wales, Scotland, 
Northern Ireland and England:  
 All four administrations are taking steps to ensure that workload 
patterns are reduced, career patterns and remuneration addressed, and 
the nature and status of the profession is recognised and enhanced  
(2004: 4). 
Leaton Grey (2006) links growing attrition rates within the profession to 
ODUJHVFDOHFKDQJHVWRSXEOLFVHFWRUZRUNDVDUHVXOWRIWKHµ8.*RYHUQPHQW
TXHVWIRUSURIHVVLRQDODFFRXQWDELOLW\¶ZKLFKEHJDQLQWKHV
and which she argues was still having repercussions in 2006. According to 
/HDWRQ *UH\ DQ LQFUHDVH LQ µUHPRYLQJ DXWRQRP\ RI WLPH DQG WDVN¶ IURP
teachers and other professional groups within the public sector, as they 
work to a prescribed centralised mandate, has explained why so many 
teachers left the profession (2006: 15).  Dean also attributes the attrition 
rates of long-serving teachers to increased control of the profession: 
No-one who examines the educational history of the past 25 years can 
be surprised at the crisis the United Kingdom now finds itself in over 
teacher recruitment and, particularly, teacher retention. It is this latter 
which should be the greater concern. The haemorrhage is of 
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experienced teachers. Those who have been there and done that and 
want no more of it.  
(Dean 2001: 495) 
Thus in these arguments, the responsibility for the teacher shortage 
problem is placed on the policy-makers.  
For Ingersoll and Smith, the road to retaining good teachers lies in looking 
at improving workloads, improving working conditions and support, and by 
managers creating a better working environment by providing effective 
administration systems, and supporting discipline (2003: 33). Bartlett 
 DOVR DUJXHV WKDW WHDFKHUV¶ ZRUNORDG KDV LQFUHDVHG EH\RQG DOO
recognition and that the solution to the problem of retention lies not in 
increasing salaries and other extrinsic rewards but in a careful 
FRQVLGHUDWLRQ RI WHDFKHUV¶ ZRUNLQJ FRQGLWLRQV DQG WKH GHPDQGV RQ WKHLU
time in terms of workload. However she warns that 
simply mandating a reduction in work-hours will not ensure teacher 
UHWHQWLRQ$Q\HIIRUW WR UHOLHYH WHDFKHURYHUZRUNE\ UHGXFLQJ WHDFKHUV¶
working hours²and thereby improve retention²needs to attend not 
only to what teachers are doing in their work-hours, but also why they 
DUHGRLQJLW«3ROLF\HIIRUWVWRVXSSRUWWHDFKHUV¶ZRUNPXVWVWDUWZLWKD
clear understanding of the conception of teaching work being supported 
and ensure that there is a fit between conception of and support for 
teaching work. Misfits between conceptions and supports are more likely 
to exacerbate teacher stress and overwork than to increase teacher 
retention  
(Bartlett 2004: 579). 
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For Ingersoll, the answer lies in organisational characteristics and 
conditions of schools. The teachers in his research suggested that improved 
salaries, smaller class sizes, improved mentoring and reduced student 
discipline problems would help. They also wanted more input into and 
RZQHUVKLSRIGHFLVLRQPDNLQJWKDWDIIHFWHGWKHLUZRUNLQJOLYHVµLQFUHDVLQJ
teacher decision-making power and authority is also, not surprisingly, 
suggested by teachers as a step to aid retention¶ (2003: 20). ,QJHUVROO¶V
emphasis on the characteristics and conditions of schools appears to 
suggest that the individual context of the school is an important factor; this 
is a theme which is explored in more detail in chapter four.  
 
2.2 Professionalism vs professionalization 
Alongside problems of recruitment and retention, there is another 
consequence of this increased control of the educational agenda by central 
government: a shifting sense of teacher professionalism. Hargreaves 
GHVFULEHVSURIHVVLRQDOLVPDVDµFRQWHVWHG¶FRQFHSW+DUJUHDYHV
and Lawn considers professionalism to be DIOXLGLGHDZKLFKLVµVLWXDtional 
DQG UHODWLRQDO¶ ). Lawn illustrates this point by arguing that 
during the years preceding the 1988 Education Reform Act (ERA) in the UK, 
teachers were given a relatively high degree of autonomy and that this was 
a measure of professional confidence afforded to them by both government 
and society. However during the years following the ERA, Lawn claims that 
Professionalism as an employer discourse has almost entirely 
disappeared; this is a sign of its lack of positive significance to the new 
time.  
(Lawn 1996: 112) 
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Hargreaves describes four ages of professionalism, and says that at the 
WLPHRIWKH(5$WHDFKHUVZHUHH[SHULHQFLQJWKHDJHRIµWKHFROOHJLDO
SURIHVVLRQDO¶ZKHUHWKH\ZHUHHQMR\LQJDXWRQRP\DQGWKHIUHHGRPWRZRUN
with peers with a high degree of independence and trust. During the years 
following the introduction of the National Curriculum, teachers in 
+DUJUHDYHV¶ µSRVW-SURIHVVLRQDO¶ DJH ZRXOG KH SUHGLFWHG ILQG WKHPVHOYHV
having to adapt to working under much tighter control in a market-led 
educational economy (Hargreaves 2000). For Hargreaves this post-
professional age: 
is marked by a struggle between forces and groups intent on de-
professionalizing the work of teaching, and other forces and groups 
who are seeking to re-define teacher professionalism and 
professional learning in more positive and principled postmodern 
ways that are flexible, wide-ranging and inclusive in nature. 
(Hargreaves 2000: 153).  
He went on to argue that teachers would increasingly need to work with 
people outside the school and to engage with the communities on their 
doorstep, and that these relationships would be dependent upon reciprocity 
and on strong collegial relationships within the school (Hargreaves 2000: 
173). 
Some authors (e.g. Menter, Muschamp, Nicholls, Ozga and Pollard 1997; 
Ozga 1988;  Hall 2004) have offered an account of the history of teacher 
professionalism using Labour Process Theory, which affords a post-Fordian 
analysis to explain why teaching has been increasingly controlled and is 
susceptible to an accountability model. Labour Process Theory has been 
used by Smyth, Dow, Hattam, Reid and Shacklock (2000) to analyse the 
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ZD\V LQZKLFK WHDFKHUV¶ZRUNLQJ OLYHVKDYHHYROYHG WKHDXWKRUV VXJJHVW
that in order for teachers to be effective actors in the labour market their 
output has to be closely controlled. They argue that the control 
PHFKDQLVPV DUH OLQNHG WR µWKH LGHRORJ\ DQG WHFKQLTXHV RI DFFRXQWDELOLW\
PHDVXUHPHQWDQGµPDQDJHPHQW¶¶DQGWKDWFRQWURORIWKHFXUULFXOXPLVWKH
SULPDU\PHDQVRIPDQDJLQJ WHDFKHUV¶ZRUN 6P\WKHWDO[L 7KH
notion of teachiQJ EHLQJ FDUULHG RXW ZLWKLQ DQ µDXGLW-FXOWXUH¶ 6WUDWKHUQ
 LV QRW FRQILQHG WR WKH FKDQJHV LQ WHDFKHUV¶ OLYHV LQ WKH 8QLWHG
Kingdom, the experience reflects a wider international trend. Bottery and 
Wright argue that the across the globe, as a consequence of globalised 
HGXFDWLRQ SROLFLHV WHDFKHUV DUH EHLQJ µGHSURIHVVLRQDOLVHG¶  6DFKV
takes the view that within the United Kingdom, the United States and other 
parts of the western world, the teaching profession has been portrayed as 
EHLQJ µLQ D VWDWH RI FULVLV¶   ZLWK WHDFKHUV EODPHG IRU SRRU
VWDQGDUGVDQGWKDWWKHSURIHVVLRQKDVEHHQSODFHGµXQGHUFORVHVFUXWLQ\¶E\
µJRYHUQPHQWVDQGWKHFRPPXQLW\¶)RU6DFKVWKHµGHYHORSPHQW
RI WKH VWDQGDUGV UHJLPH¶ KDV FRPH DERXW EHFDXVH µ*RYHUQPHnts want 
control over a compliant teaching profession and see that standards 
UHJLPHVSURYLGHWKHUHJXODWRU\IUDPHZRUNWRDFKLHYHWKLVHQG¶ (Sachs 2003: 
6). 
Similarly, Goodson and Hargreaves suggest that this increased control has 
been a deliberate consequence of globalised educational discourses such as 
µVFKRRO LPSURYHPHQW µDQG µSHUIRUPDQFH PDQDJHPHQW¶ 7KH\ GLVWLQJXLVK
EHWZHHQ WHDFKHUV¶ professionalism and a social and political project 
undertaken by governments leading to the professionalization of teachers. 
They argue that this process of professionalization is contentious and 
describe it as a means of control which has led to the deprofessionalisation 
and demoralisation of teachers (Goodson and Hargreaves 1996:4). 
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+DUJUHDYHVDOVRDUJXHVWKDWµin teaching, stronger professionalization does 
QRWDOZD\VPHDQJUHDWHUSURIHVVLRQDOLVP¶+DUJUHDYHV 
Helsby carried out a study of the ways in which teachers understood the 
WHUPVµSURIHVVLRQDO¶DQG µSURIHVVLRQDOLVP¶DQGVXJJHVWHGWKDWWHDFKHUVGLG
not necessarily polarize the terms professionalism and the processes of 
professionalization in the ways suggested by the literature above, and that 
the major influences on their developing understanding of professionalism 
was from the school or departmental culturH 6KH WKHUHIRUH DUJXHV µthat 
µWHDFKHU SURIHVVLRQDOLVP¶ LV D FRPSOH[ DQG G\QDPLF FRQFHSW ZKLFK LV
FRQVWUXFWHG LQ WKH HYHU\GD\ UHDOLWLHV RI WHDFKHUV¶ ZRUNLQJ OLYHV¶ +HOVE\
1999:146). 
'DYLG +DUJUHDYHV LQ KLV GLVFXVVLRQ RI WKH µQHZ SURIHVVLRQDOLVP¶ 
offers a positive and different perspective on the reforms, claiming that the 
QHZ SROLF\ FKDQJHV RIIHU QHZ FKDOOHQJHV ZKLFK FRXOG OHDG WR µJUHDWHU
professional pride and self-FRQILGHQFH¶DQGFRXOGHQKDQFHSURIHVVLRQDOLVP
and lead to school improvement (Harris 2002; Hopkins 2001; Mortimore et 
al 198+R\OHGLVFXVVHVWKHVHPDQWLFLQWHUSUHWDWLRQVRIWKHWHUPVµVWDWXV¶
µSURIHVVLRQDOLVP¶ DQG µSURIHVVLRQDOL]DWLRQ¶ DQG FRQFOXGHV WKDW ZKLOVW µQHZ
SURIHVVLRQDOLVP¶ DV GHVFULEHG E\ 'DYLG +DUJUHDYHV  PD\ µimprove the 
quality of teaching and learning, there is no indication, as is often 
suggested, that it would improve the prestige, status or esteem of teaching 
DV DQ RFFXSDWLRQ¶ (Hoyle 2001: 149). Brennan argues that there is the 
GDQJHU WKDW WKH µQHZ SURIHVVLRQDOLVP¶ KDs led to teachers struggling to 
capture a sense of professional identity because of a perceived (and real) 
lack of autonomy: 
The more teachers have to produce to order, to ends and 
assessments organized by others, the more likely it becomes that a 
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disjunction will grow between their desired and lived practices. Their 
knowledge becomes abstract, something owned and organized by 
others, and in which they find it hard to recognise themselves. 
 (Brennan 2009: 352).  
Some commentators argue that a consequence of the professionalization of 
WHDFKHUV¶ ZRUN LQ (QJODQG LV WKH PRYH WR D µSHUIRUPDQFH FXOWXUH¶
characterised by targets and accountability, within the workplace (Hartley 
and Whitehead 2006). Sikes, writing about the experiences of teachers of 
students with special educational needs, argues that this culture is having 
D QHJDWLYH LPSDFW RQ WHDFKHUV¶ VHOI-esteem (Sikes 1999). Gray, Hopkins, 
Reynolds, Wilcox, Farrell and Jesson conclude that the performance culture 
will lead to strategies with short-term outcomes (1999).  
-HIIUH\DQG:RRGV¶VWXG\RI8.SULPDU\VFKRROV¶LQVSHFWLRQVIRXQG
that teachers voiced a conflict between their own understandings of what 
would be best for the children in their class and what they were expected 
to do in order to impress the inspectors. Ball refers to this conflict as 
µYDOXHVVFKL]RSKUHQLD¶%DOO+HUHIHUVWRWHDFKHUVH[SHULHQFLQJ
µVKDPH¶DQGIHHOLQJFRPSURPLVHGLQSOD\LQJWKHJDPHRISHUIRUPDWLYLW\E\
EHFRPLQJ ZKDW WKH LQVSHFWRUV ZDQW WR VHH µWKH VRUW RI WHDcher that is 
KDLOHGDQGUHZDUGHGE\HGXFDWLRQDOUHIRUPDQGVFKRROLPSURYHPHQW¶%DOO
2003: 222). Ball goes on to suggest that in working in this way an 
LQGLYLGXDO WHDFKHU¶V µYDOXH DV D SHUVRQ LV HUDGLFDWHG¶  %DOO
asserts that this performance culture has implications for the ways in which 
WHDFKHUVYLHZWKHLUZRUNLIZKDWWKH\GRLVQRWµYDOXHGZLWKLQWKHPHWULFVRI
DFFRXQWDELOLW\¶ DQG WKDW SHUIRUPDWLYLW\  µHQJHQGHUV F\QLFLVP¶ %DOO
223). 
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Fink, writing about the consequences of teachers not being involved in 
decisions which have an impact on their working lives, said that: 
at a time when teacher shortages and teacher morale are growing 
problems for many educational jurisdictions, there is an urgent need to 
build better bridges of understanding between policy makers and policy 
implementers, and for researchers to provide research that is more 
VHQVLWLYHWRWKHZRUNDQGWKHOLYHVRIµUHDO¶SHRSOHLQµUHDO¶VFKRROV 
(Fink 2003: 105) 
Hargreaves also directly links the effect of teaching in a performance-
based, audit-OHG µNQRZOHGJH VRFLHW\¶ WR WHDFKHUV FKRRVLQJ WR OHDYH WKH
profession: 
 in standardized reform, teachers are treated and developed not as 
high skill, high capacity knowledge workers, but as compliant and 
closely monitored producers of standardized performances.  
Socrates said that the unexamined life is not worth living.  For 
WHDFKHUV LW¶V WKHRYHUH[DPLQHGOLIH WKDW LV WKHSUREOHP 7HDFKHUV
with overexamined professional lives complain of eroded autonomy, 
lost creativity, restricted flexibility and constrained capacity to 
exercise their professional judgement.   
(Hargreaves 2002:6) 
The literature on changes to initial teacher training suggests that this 
LQWHQVLILFDWLRQRIWHDFKHUV¶SURIHVVLRQDOOLYHVKDVEHHQHFKRHGLQWKHZLGH-
scale reforms to the ways in which new entrants to the profession are 
HGXFDWHG )RU H[DPSOH LQ WKH 8. LQLWLDO WHDFKHU µHGXFDWLRQ¶ EHFDPH UH-
EUDQGHG DV LQLWLDO WHDFKHU µWUDLQLQJ¶ ,77 ZLWK LQFUHDVHG GLUHFWLYHV DERXW
the number of hours spent training in schools and, for one period, the 
introduction of a national curriculum for the university-based elements of 
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WKHWUDLQLQJFRXUVH'I((:ULJKWDQG%RWWHU\DUJXHWKDWµDFORDNRI
WHFKQLFDOUDWLRQDOLW\VKURXGVWKHWUDLQLQJRIQHZHQWUDQWVWRWHDFKLQJ¶
235). In 1998, the Teaching and Higher Education Act meant that after 
qualifying, new entrants to the profession in the UK had to undertake a 
statutory period of induction and meet the Induction Standards. Ashby et 
al argue that this new arrangement for inducWLRQ µSODFHV WKH RQXV RQ
VFKRROVWRHQVXUHDGHTXDWHOHYHOVRIVXSSRUWIRUQHZWHDFKHUV¶$VKE\HWDO
2008: 37). According to Wright and Bottery, beginner teachers would 
continue to have judgements about their professional competence and 
performance assessed against externally imposed standards which will, 
WKH\FODLPUHGXFHWKHEHJLQQLQJWHDFKHU¶VFDSDFLW\ µWRWKLQNWRRPXFKRU
too deeply about the larger, social, moral and political issues, which a 
richer conception of professionalism would commit them to¶ 
However there is literature which suggests that teachers do have agency 
and can have more of a say in the ways in which their working lives are 
EHLQJ UXQ *RRGVRQ VXJJHVWV WKDW WKHUH LV D QHHG IRU D µQHZ
FRQFRUGDW«EHWZHHQWKRVHLQVFKRROVDnd in universities concerned with the 
GHYHORSPHQW RI WHDFKHU SURIHVVLRQDOLVP¶ ZKLFK PLJKW PRYH WHDFKLQJ
EH\RQGWKHµWHFKQLFDOGHOLYHU\RIRWKHUSHRSOH¶VSXUSRVHV¶*RRGVRQ
 5HIOH[LYLW\ RQ DOO DVSHFWV RI SUD[LV KDV VLQFH 6FKRQ¶V QRWLRQ RI WKH
µUHIOHFWLYH SUDFWLWLRQHU¶  EHHQ µZLGHO\ DFFHSWHG DV DQ DVSHFW RI
professiRQDOLVP¶ +R\OH DQG :DOODFH 9: 210). Sachs advocates 
µUHFDVWLQJ WHDFKHUSURIHVVLRQDOLVPLQDPRUHDFWLYLVWIRUP¶VKH
focuses on the ways in which teachers can work collaboratively in order to 
restore the moral and intellectual direction of the profession.  Goodson 
ZULWHV DERXW WKH µSULQFLSOHG SURIHVVLRQDO¶  Hall also argues that 
WHDFKLQJLVPRUHWKDQDWHFKQLFDODFWLYLW\LWLVµFRPSOH[PRUDODQGFXOWXUDO
as wHOO DV LQWHOOHFWXDO ZRUN¶ ). Jeffrey (2002) and Leaton Grey 
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(2006), look to ways in which re-prioritising the human face of teaching 
may help teachers regain and/or retain a sense of professional pride and 
independence. Galton and Macbeath write that µJRRG WHDFKHUV« UHIXVH WR
collude with the victim mentality which relinquishes initiative, self-belief 
DQGDVHQVHRIDJHQF\¶EXWWKDWLQRUGHUWRGRVRWKH\QHHGWR
have the support of a good senior leadership team.  
Whilst it is perhaps appropriate, therefore, to concur with Brennan that the 
µSURIHVVLRQDO WHDFKHU¶ LV µEHLQJ UHPDGH E\ VXFFHVVLYH ZDYHV RI UHIRUP¶
(2009: 355), Day and Smethem offer a positive contribution to the largely 
negative discussions about the imposed professional standards. They point 
out that:  
The beginnings of a change of discourse in England are perhaps 
evident in one of the 33 standards for the Award of Qualified 
7HDFKHU6WDWXVZKLFKUHTXLUHVTXDOLILHGWHDFKHUVWRµ+DYHD
creative and constructively critical approacKWRZDUGVLQQRYDWLRQ«¶
This small step may signify support for a re-HPHUJHQFHRIWHDFKHUV¶
individual and collective sense of autonomy which may have been 
lost or hidden in cultures of managed compliance. 
(Day and Smethem 2009: 151) 
The different constructions of professionalism over time within policy and 
ZLWKLQ DFDGHPLF VWXGLHV RI WHDFKHUV¶ ZRUN DUH GUDZQ XSRQ ODWHU LQ WKLV
study. Of particular importance are the concepts of change in relation to 
ZKDW FRQVWLWXWHV WHDFKHU¶VZRUNDQG WKHQRWLRQRI LQGLYLGXal agency with 
regard to these changes.  
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2.3 The attractions and rewards of teaching 
Hobson, Malderez and Tracey (2009) draw on the findings of the Becoming 
a Teacher project in their discussion of different factors that student 
teachers reported as attracting them to begin a teacher training course. 
7KHµELJJHVWVLQJOHUHVSRQVHZDVµKHOSLQJ\RXQJSHRSOHWROHDUQ¶ZKLFK
SHUFHQWRIDOOUHVSRQGHQWVVDLGKDGDWWUDFWHGWKHPWRWHDFKLQJ¶
+REVRQ HW DO UHIHU WR IDFWRUV VXFK DV WKHVH DQG µZDQWLQJ Wo make a 
GLIIHUHQFH¶ DV µDOWUXLVWLF¶ PRWLYDWLRQV 7KH\ DOVR LGHQWLILHG µLQWULQVLF¶
PRWLYDWLRQV VXFK DV µWKH FKDOOHQJLQJ QDWXUH RI WKH MRE¶ DQG µH[WULQVLF
PRWLYDWLRQV¶VXFKDVµMREVHFXULW\¶-17).  
Smethem found that new teachers in her study were attracted to the 
profession by similar motivations: 
working with young people...the challenge of making a valuable 
contribution to society and job satisfaction. Relationships with pupils 
and improving teaching and learning brought satisfaction  
(Smethem 2007: 471). 
Some of the literature demonstrates that more experienced teachers were 
motivated by the same factors as the beginning teachers in the studies 
above, when they reflected on their original decisions to join the profession. 
The idea of becoming a teacher in order to be an agent for change seems 
to be a particularly pertinent theme in the literature about teaching in 
challenging schools. For example, Prosser in his study of long-serving 
teachers in challenging Australian schools found that some of the teachers 
KDG EHHQ DWWUDFWHG WR WKH SURIHVVLRQ E\ µD FRPPLWPHQW WR PDNLQJ WKH
ZRUOG D EHWWHU SODFH¶  $FFRUGLQJ WR 3URVVHU WKHVH WHDFKHUV KDG
UHPDLQHG FRPPLWWHG WR WKH GHVLUH WR RSSRVH µGHILFLW LPDJHV DERXW WKH
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VWXGHQWV VFKRRODQGFRPPXQLW\¶ 06:7). Quartz found that teachers in 
high-poverty, urban American schools had joined such schools because 
they were deeply committed to teaching because of a sense of social 
MXVWLFHDQGZHUHDW WKH ODWWHU VWDJHVRI WKHLUFDUHHU µWRRDQJU\ WR OHDYH¶
(2003). Bush found that some teachers from the beginning of their careers 
appeared to be motivated to work in schools serving disadvantages 
FRPPXQLWLHV µWKH\ KDG FKRVHQ WKHLU FXUUHQW VFKRRO RQ WKLV EDVLV DQG
intended to teach disadvantaged pupils in the future¶   %XVK
suggests that more attention should be paid to the factors that attract 
individuals into the profession and that moves should be made to 
µGLIIHUHQWLDWH WHDFKHUV DFFRUGLQJ WR WKHLU PRWLYDWLRQV DQG SULRULWLHV¶
(2005:35). Within my study, this emphasis on what attracted the teachers 
to a particular school is explored further in chapter four.   
In their evaluation of the Teach First programme of initial teacher training, 
Hutchings, Maylor, Mendick, Menter, and Smart also found that the idea of 
ZRUNLQJ WR µWXUQ DURXQG HGXFDWLRQDO GLVDGYDQWDJH¶ ZDV D VWURQJ
motivational factor for those embarking on the programme (2006). They 
H[SODLQ WKDW WKH 7HDFK )LUVW SURJUDPPHDSSHDOV WR SURVSHFWLYH WHDFKHUV¶
VHQVHVRILGHDOLVPDQGDOWUXLVPµ7HDFKLQJLVSUHsented as a challenge, and 
DV DQ RSSRUWXQLW\ WR EHQHILW WKRVH ZKR DUH GLVDGYDQWDJHG¶ 
However what sets the Teach First programme apart is the fact that 
trainees only have to commit to the classroom for two years; the 
programme also incorporates leadership and business skills training and, 
according to Hutchings et al, actively encourages trainees to believe they 
FDQEHFRPHµIXWXUH0LQLVWHUV&(2VDQGVHULDOHQWUHSUHQHXUVRIRXUWLPHV¶
DQGFRQVHTXHQWO\WKHDXWKRUVDUJXHWKDW µWKHSURJUDPPHDSSHDOs both to 
DOWUXLVPDQGWRDPELWLRQ¶ The Teach First programme is another 
strategy aimed at boosting recruitment to the profession. It is too early to 
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comment on whether it has had an impact upon the problem of teacher 
retention as the programme has not been running long enough to track 
how many of the beginner teachers have opted to stay beyond the original 
two year commitment. 
1LHWR¶VUHVHDUFKLQ$PHULFDSURYLGHVDQLQWHUHVWLQJFRQWUDVWWRWKLVDVVKH
LVLQWHUHVWHGLQµZKDWNHHSVWHDFKHUVJRLQJ¶ DQGKHUIRFXVLVRQµDJURXSRI
tremendously respected high school teachers who have persevered for 
PDQ\ \HDUV¶  6KH GLVFRYHUHG WKDW WKHDOWUXLVWLF DQG LQWULQVLF
factors that had originally motivated these teachers to join the profession 
were still there and had been strengthened by their experiences. They were 
VXVWDLQHGE\ZRUNLQJZLWKRWKHUVZLWKDVLPLODURXWORRNµWHDFKHUVFDQEHVW
learn from others who do this work well and with energy, and who remain 
committed to teaching and hopeful abouWWKHRXWFRPHV¶ 
Regardless of whether or not teachers have been motivated by a specific 
desire to work in areas of disadvantageµWKHUHLVDJHQHUDODJUHHPHQWWKDW
perceived intrinsic rewards (such as working with children, intellectual 
fulfilment and contributing to society) play an important part in attracting 
new recruits WR WKHSURIHVVLRQ¶Ashby et al 2008: 4). Furthermore these 
UHZDUGVFDQVXVWDLQWKHLUGHVLUHWRVWD\LQWHDFKLQJDV2¶&RQQRUFRPPHQWV
WKDW µWKH KXPDQLVWLF DQG HWKLFDO GLPHQVLRQV RI WHDFKHUV¶ ZRUN IUHTXHQWO\
act as a source of intrinsic motivation for individual teachers, and inspire 
them to UHPDLQLQWKHSURIHVVLRQ¶:118).  Ayers reflected that: 
Teaching can still be world-changing work. And this, I believe, is finally 
the reason to teach. People are called to teaching because they love 
children and youth, or because they love being with them, watching 
them open up and grow and become more able, more competent, more 
powerful in the world. They may love what happens to themselves when 
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they are with children, the ways in which they become their best selves. 
Or they may become teachers because they love the world, or some 
piece of the world enough that they want to show that love to others. In 
either case, people teach as an act of construction and reconstruction, 
and as a gift of oneself to others. I teach in the hope of making the 
world a better place.  
(Ayers 1993: 8) 
Studies show that there are many ways in which teachers continue to find 
satisfaction and reward that are sustained beyond their initial decision to 
enter the profession. Ayers explains that these rewards sometimes appear 
intangible:  
Teaching is an act of hope for a better future, the rewards of 
teaching are neither ostentatious nor obvious ± they are often 
iQWHUQDO LQYLVLEOH DQG RI WKH PRPHQW«7KH UHZDUG RI WHDFKLQJ LV
knowing that your life makes a difference.  
(Ayers 1993: 24) 
/RUWLH XWLOLVHG WKH WHUP µSV\FKLF UHZDUGV¶ WR GHVFULEH WKH IDFWRUV WKDW
FRQWULEXWH WR LQGLYLGXDO WHDFKHUV¶ HQMR\PHQW LQ WKHLU ZRUN 1975). Unlike 
H[WULQVLF RU DQFLOODU\ UHZDUGV /RUWLH DUJXHV WKDW SV\FKLF UHZDUGV µFRQVLVW
HQWLUHO\RIVXEMHFWLYHYDOXDWLRQVPDGHLQWKHFRXUVHRIZRUNHQJDJHPHQW¶
 DQG VXFK UHZDUGV DUH FLWHG DV µWKH PDMRU VRXUFH RI ZRUN
VDWLVIDFWLRQ¶  2SODWNDH[SODLQV WKDW µZKHQ WHDFKHUVDUHDVNHG
about what they find satisfying in their jobs, they spontaneously refer to 
WKHHPRWLRQVRIMR\ZRQGHUDQGH[FLWHPHQW¶ 
One source of this joy is the satisfaction that comes from working with 
youQJSHRSOHDQGVHHLQJ WKHP µOHDUQDQGJURZ¶ %UXQHWWL6WDQIRUG
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/RUWLH1LDV$FFRUGLQJWR.HOFKWHUPDQV µWKHUHODWLRQDO
DVSHFW LQHGXFDWLRQ LV RIH[LVWHQWLDO LPSRUWDQFH IRU WHDFKHUV LQ WKHLU MRE¶
(2005: 6). The teacher-student relationship has been identified as another 
source of job satisfaction by Nias who makes the point that for some 
teachers the fact that they like the children they work with is an important 
aspect of the work that they find enjoyable  (Nias 1989: 86). This finding is 
supported by others (e.g. Hargreaves 2000; Brunetti 2001; Stanford 2001; 
Casey 1992 ). Sikes argues that as teachers progress through their careers 
they find themselves becoming more detached from the interests of their 
pupils, so that one way of retaLQLQJ µWKH VDWLVIDFWLRQV WKH\ JHW IURP
LQIRUPDOFRQWDFW¶LVWRLQYROYHSXSLOVLQWKHLUOLYHVRXWVLGHRIVFKRROHJDV
babysitters) and that as they approach retirement this satisfaction comes 
IURP D µYLFDULRXV¶ SOHDVXUH LQ KHDULQJ KRZ IRUPHU SXSLOV KDYH made 
successes of their lives (Sikes 1985).  Another source of satisfaction is the 
relationships that teachers make with their colleagues within the school 
(Nias 1989; Woods and Jeffrey 2002; Little and McCloughlin 1993; Troman 
and Woods 2001). 
Brennan (2006) describes teaching DV DQ DFW RI µHPRWLRQDO ODERXU¶, 
following Hochschild (1983). Zembylas explores the ways in which 
emotions shape her relations with pupils and colleagues in her school 
(2004). Some of the literature on the emotional aspects of teaching has 
explored the ways in which caring is an important element of the job and is 
RIWHQDVRXUFHRIUHZDUGIRUWHDFKHUVWKRXJK2¶&RQQRUZDUQVWKDWFDULQJ
µIUHTXHQWO\ DFWHG DV ERWK D PRWLYDWLRQ WR FRQWLQXH WHDFKLQJ DQG DV D
µWHUULEO\ H[KDXVWLQJ¶SURIHVVLRQDO GHPDQG¶ : 125). Liston describes 
WHDFKLQJ DV D µYXOQHUDEOH XQGHUWDNLQJ¶ ZKLFK HQWDLOV D NLQG RI µURPDQWLF
ORYH¶1RGGLQJVZULWHVDERXWDµFXOWXUHRIFDUH¶+DUJUHDYHV
VD\VWKDWWHDFKLQJLQYROYHVD µFRPPLWPHQWWRFDUH¶a) whilst Jeffrey 
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GHVFULEHV WHDFKLQJ DV KDYLQJ µDIILQLWLHV ZLWK RWKHU µFDULQJ¶ SURIHVVLRQV¶
(2002: 535). However, some authors warn that this emotional dimension, 
whilst remaining a source of satisfaction for some teachers, is at risk as it 
is not valorised in policy and standards discourse (e.g. Jeffrey 2002; Ball 
2¶&RQQRU).  
I revisit some of the literature about intrinsic rewards and emotional ties 
within the analysis of relational ties presented in chapter five. 
 
2.4 Identity formation 
Identity is a FRQWHQWLRXV WHUPSDUWO\EHFDXVH µLQJHQHUDO WKHFRQFHSWRI
LGHQWLW\KDVGLIIHUHQWPHDQLQJVLQWKHOLWHUDWXUH¶%HLMDDUGHWDO
,Q KLV HVVD\ µ:KR QHHGV µ,GHQWLW\¶"¶  +DOO WUDFHV WKH
development of the notion of identity and rejects the idea that there is an 
HVVHQWLDO FRQFHSW RI LGHQWLW\ LQ IDYRXU RI D µVWUDWHJLF DQG SRVLWLRQDO RQH¶
(2000:17). For Hall identities are: 
increasingly fragmented and fractured; never singular but multiply 
constructed across different, often intersecting and antagonistic, 
discourses, practices and positions. They are subject to a radical 
historicization, and are constantly in the process of change and 
transformation.  
(Hall 2000: 17) 
The concept of teacher identity is defined variously in the literature. For 
H[DPSOH /DVN\ GHVFULEHV WHDFKHU SURIHVVLRQDO LGHQWLW\ DV µKRZ WHDFKHUV
GHILQH WKHPVHOYHV WR WKHPVHOYHV DQG WR RWKHUV¶   )RU /DVN\
WKLVFRPELQHVµLQGLYLGXDOWHDFKHUFDSDFLW\¶ZLWKDµFRQVWUXFWRISURIHVVLRQDO
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VHOI¶ WKDW HYROYHV RYHU WLPH DQG µcan be shaped by school, reform and 
SROLWLFDOFRQWH[WV¶ 901). Others suggest that identities are unstable 
and vulnerable; Leaton *UH\DUJXHV WKDWDV WHDFKHUV¶ OLYHVDUHEHFRPLQJ
more policy driven within a context where vocation is devalued, their sense 
of professional identity is being eroded (2006). Britzman warns of the 
problem of restricting the definition of teacher identity to the discourse of 
VNLOOV DQG VWDQGDUGV VKH DUJXHV WKDW µUROH DQG IXQFWLRQ DUH QRW
synonymous with identity; whereas role can be assigned, the taking up of 
DQLGHQWLW\ LVD FRQVWDQW VRFLDOQHJRWLDWLRQ¶ ). Day and Kington 
PDLQWDLQKRZHYHUWKDWWHDFKHUV¶LGHQWLWLHVDUH µQHLWKHULQWULQVLFDOO\VWDEOH
QRU LQWULQVLFDOO\ IUDJPHQWHG¶ DQG WKDW WKH\ DUH PDGH XS RI µD FRPSosite 
consisting of interactions between personal, professional and situation 
IDFWRUV¶  -11). They argue that resilience, commitment and 
effectiveness are related to the ways in which individuals are able to 
manage any instability or tensions within these three dimensions and, in 
this way, the authors connect identity and agency.  
Beauchamp and Thomas (2009) present a detailed overview of the issues 
involved in trying to reach an understanding of the concept of teacher 
identity. They stress that attempts to reach a shared understanding of the 
term identity are complicated by the variety of approaches and range of 
lenses through which the topic is viewed within the literature. 
A major hurdle in gaining an understanding of identity is resolving a 
definition of it, as a variety of issues surface in any attempt to reach 
a definition. One must struggle to comprehend the close connection 
between identity and the self, the role of emotion in shaping 
identity, the power of stories and discourse in understanding 
identity, the role of reflection in shaping identity, the link between 
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identity and agency, the contextual factors that promote or hinder 
the construction of identity, and ultimately the responsibility of 
teacher education programs to create opportunities for the 
exploration of new and developing teacher identities. 
(Beauchamp and Thomas 2009: 176) 
'D\DQG/HLWFKZULWH WKDW µWKHSURIHVVLRQDOVHOI LQ WHDFKLQJDIIHFWVDQG LV
affected by personal history past and present as well as political and social 
conte[WV RI WHDFKLQJ¶   6LPLODUO\ 1LDV VXJJHVWV WKDW WHDFKHU
identity is formed through a combination of the personal self and the 
professional self (1996). For Benwell and Stokoe, identity is defined in 
UHODWLRQDO DQG VRFLDO µWHUPV RI ZKR SHRSOH DUH WR HDFK RWKHU¶  
Some authors argue that problems arise if either the personal or the 
professional notion of identity clashes with the views of others within a 
(personal or professional) relationship (Leaton Grey 2006; Lasky 2005; 
Hargreaves 2001:HEHUDQG0LWFKHOO¶VVWXG\RIFRQFHSWLRQVRILGHQWLW\E\
student and experienced teachers illustrates how some can find it difficult 
to negotiate the tension that occurs when there is such a clash between 
the personal and professional self: they descrLEHKRZRQHWHDFKHU¶V µLQQHU
struggle highlights the intersection of personal and professional social 
identity - WR EH D WHDFKHU ZKR ILWV LQ VKH¶V QRW VXUH LI VKH FDQ DOVR EH
µKHUVHOI¶¶  308). Woods and Jeffrey emphasise that when teachers 
have to take on new social identities which are outwardly seen to conform  
their erstwhile substantial self-identities have been dismembered, the 
µVXEVWDQWLDO¶HOHPHQWRIDVSHFWVWKH\KROGPRVWQHDUDQGGHDUQRZEHLQJ
displaced to life outside teaching, while their personal identities within 
WHDFKLQJKDYHEHFRPHPRUH µVLWXDWLRQDO¶ FRQVWUXFWHG WRPHHWGLIIHUHQW
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situations and purposes with which they might be presented, but in 
which they feel they cannot invest their full selves.  
(2002: 21-2) 
So, for Woods and JeffUH\WHDFKHUV¶LGHQWLWLHVDUHFRQWLQXDOO\µLQIOX[¶DQG
WKH\ ZDUQ WKDW µLGHQWLW\ ZRUN FRQVXPHV HQRUPRXV HPRWLRQDO DQG
LQWHOOHFWXDO HQHUJ\ WKDW PLJKW RWKHUZLVH EH GHGLFDWHG WR WHDFKLQJ¶
(2002:29). 
Day, Kington, Stobart and Sammons present emotions as a factor that can 
FRQWULEXWH QHJDWLYHO\ RU SRVLWLYHO\ WR WHDFKHUV¶ SURIHVVLRQDO DQG SHUVRQDO
identities (2006). =HPE\ODV H[DPLQHV WKH ZD\V LQ ZKLFK WHDFKHUV¶
HPRWLRQV FDQ µEHFRPH VLWHVRI UHVLVWDQFH DQG VHOI-WUDQVIRUPDWLRQ¶ 
213) and uses a poststructural FRQFHSWRILGHQWLW\WRIRFXVRQµWKHSODFHRI
HPRWLRQ«DVDVRFLDOFXOWXUDOSROLWLFDODQGKLVWRULFDOUHVRXUFHIRULGHQWLW\
IRUPDWLRQ¶ =HPE\ODV  3URVVHU ZULWLQJ DERXW ZKDW PRWLYDWHV
Australian teachers in socially deprived communities, explores the link 
between emotion and identity and argues that understandings of teacher 
LGHQWLW\ DUH ERXQG XS ZLWKLQ µSHGDJRJLFDO PRPHQWV¶ DQG µHGXFDWLYH
UHODWLRQVKLSVZLWKWKHLUVWXGHQWV¶,QHYLWDEO\IRU3URVVHUWHDFKLQJ
in the context of educationaO UHIRUP µKDV KDG VLJQLILFDQW LPSOLFDWLRQV IRU
WHDFKHUV¶HPRWLRQDOZRUNDQGLGHQWLW\¶ 5) especially when teachers 
find that their original motivations for coming into teaching are in tension 
with the new reforms: 
 
They negotiate these tensions through teacher identity, with the 
resultant long-term struggle often leaving teachers feeling 
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emotionally drained and despairing; which raise the important 
question of how teacher identity is sustained. 
 (Prosser 2006: 5) 
Similarly, Lasky presents findings from a sociocultural examination of 
teacher identity in the context of government mandated reform which 
LOOXVWUDWH WKDW IRU WKH WHDFKHUV LQ KHU VWXG\ EHLQJ DEOH WR EH µRSHQO\
YXOQHUDEOHDQGDXWKHQWLFZLWKWKHLUVWXGHQWV¶ZDVDQHVVHQWLDOFRPSRQHQW
of their teacher identity. She writes that even when the reforms devalued 
WKHVHHOHPHQWVRIWKHLUZRUNµRQHRIWKHPRVWSRZHUIXOHQGXULQJHOHPHQWV
RISDUWLFLSDQWV¶ DJHQF\ZDV WKHLUXQZLOOLQJQHVV WR FKDQJHWKHLU LGHQWLW\DV
individuals working in a human-centred profession, which required making 
UHDO FRQQHFWLRQV ZLWK WKHLU VWXGHQWV¶ /DVN\ +DUJUHDYHVDOVR
writes about the emotional dimensions of teacher work and describes the 
ZD\V LQ ZKLFK WHDFKHUV¶ µHPRWLRQDO JHRJUDSKLHV¶ LPSDFW XSRQ WKHLU
professional and personal identity formation (Hargreaves 2001).  
In addition, narratives are used to explore the different ways in which 
VWRULHV RI WHDFKHUV¶ H[SHULHQFHV XVXDOO\ ZLWK DKLJKO\ HPRWLYH FRQWHQW 
can be used by teachers to express identity (Connelly and Clandinin 1999; 
Watson 2006) as the act of story-telling gives meaning and shapes their 
XQGHUVWDQGLQJ RI WKHLU SURIHVVLRQDO LGHQWLW\ 6¡UHLGH¶V VWXG\ RI ILYH
elementary school teachers found that the teachers drew on multiple 
LGHQWLWLHV µWKH FDULQJ DQG NLQG WHDFKHU¶ µWKH FUHDWLYH DQG LQQRYDWLYH
WHDFKHU¶ µWKH SURIHVVLRQDO WHDFKHU¶ µWKH W\SLFDO WHDFKHU¶ ZKLFK ZDV D
µQHFHVVDU\SDUWRIWKHFRQVWUXFWLRQRIWHDFKHULGHQWLW\¶DQGWKDW
WKLV µPXOWLIDFHWHG¶ FRQVWUXFWLRQ RI LGHQWLW\ FRXOG EH D VLWH RI Sotential 
conflict when there is an imposed notion of a universal teacher identity in 
the dominant discourses.   
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The idea that discourse contributes to the processes of identity formation is 
an important tenet of my study. Hall and Noyes suggest that the discourses 
of evaluation and surveillance that characterize the education system in the 
United Kingdom have for a number of teachers shaped their professional 
identity:  
uncontentious technologies of hierarchical observation, judgment, 
normalised to an inspeFWRU¶VH\HYLHZDQGWKH2IVWHG µH[DPLQDWLRQ¶
become for some teachers, the everyday conditions which mould 
their professional identities and sense of purpose  
(Hall and Noyes 2009:855).  
The idea that identity is shaped by dominant discourses underpins 
FouFDXOW¶V µGLVFXUVLYHSURGXFWLRQRI WKH VXEMHFW¶ DFFRUGLQJ WR%HQZHOODQG
6WRNRH IRUZKRP)RXFDXOW¶VDFFRXQWRI LGHQWLI\ LV µSROLWLFDO WRRWKOHVVQHVV¶
because of the perceived lack of agency by the subject (2006: 32). They 
DUJXH WKDW -XGLWK %XWOHU µUHIRUPXODWHV¶ )RXFDXOW¶V DFFRXQW E\ LQWURGXFLQJ
thH FRQFHSW RI µSHUIRUPDWLYLW\¶ LQ D ZD\ ZKLFK µLV DEOH WR DFFRPPRGDWH
FRQFHSWVRIERWKVWUXFWXUHDQGDJHQF\¶ 
6DFKVDUJXHVWKDWµWZRFRPSHWLQJGLVFRXUVHVDUHVKDSLQJWKHSURIHVVLRQDO
identity of teachers. The discourses she refers to are democratic and 
PDQDJHULDO SURIHVVLRQDOLVP¶   6DFKV¶ WKHVLV LV WKDW WKH
PDQDJHULDOLVWGLVFRXUVHVDUHFUHDWLQJZKDWVKHUHIHUVWRDVµHQWUHSUHQHXULDO
LGHQWLWLHV¶ ZKHUH µWKH PDUNHW ZLOO SOD\DQ LPSRUWDQW SDUW LQ Kow teachers 
FRQVWLWXWH WKHLU SURIHVVLRQDO LGHQWLW\ FROOHFWLYHO\ DQG LQGLYLGXDOO\¶  
 ZKLOVW GHPRFUDWLF GLVFRXUVHV µJLYH ULVH WR DQ DFWLYLVW SURIHVVLRQDO
identity in which collaborative cultures are an integral paUW RI WHDFKHUV¶
ZRUN SUDFWLFHV¶ (2001: 159). Maguire examines the ways in which  
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managerial discourses shape the identities of teachers working in urban 
VFKRROV DQG LGHQWLILHV WKUHH HOHPHQWV RI µFODVVHG LGHQWLW\¶ QDPHO\ µDQ
embodied identity; a cultural-experiential identity; and an educationally-
constUXFWHGLGHQWLW\¶1: 320). She argues that this group of teachers, 
becaXVH RI WKHLU µFODVVHG LGHQWLW\ DUH DEOH WR FRQWHVW WKH µQRUPDOLVLQJ
GLVFRXUVHV¶ RI SURIHVVLRQDO LGHQWLW\ DQG RIIHU DOWHUQDWLYH DSSURDFKHV RI 
µZKDW LW LV WR EH D WHDFKHU¶ WKURXJK µWKHLU SHUFHSWLRQV YDOXHV DQG
VRPHWLPHV WKHLU DFWLRQV¶   7KLV QRWLRQ RI LGHQWLW\ IRUPDWLRQ
involving agency and being continually reformed is echoed in the literature 
ZKLFK UHIHUV WR WHDFKHUV FRQWLQXDOO\ EHLQJ LQ WKH µSURFHVV RI EHFRPLQJ¶
(MacLure 2003; Flores and Day 2006). Clarke writes that: 
Our identities are thus partly given yet they are also something that 
has to be achieved, offering a potential site of agency within the 
inevitably social process of becoming. 
(Clarke 2008: 3) 
&ODUNHJRHVRQWRDUJXHWKDWWHDFKHUVKDYHDQµHWKLFDOREOLJDWLRQ¶WRUHIOHFW
on the identity work involved in this ongoing process of becoming a teacher 
DQGWKDWWKLVFRXOGµEHXWLOL]HGWRUHVLVWDQ\DWWHPSWWRLPSRVHDQDUURZLQJ
of focus on the meaning oIWHDFKLQJ¶ (2008: 12). 
  
2.5 Long-serving teachers 
Long-VHUYLQJRU µYHWHUDQ¶WHDFKHUVDUHWKHIRFXVRIWKLVVWXG\%HQ3HUDW]
aQG0F&XOORFK¶VHGLWRULDO IRUDspecial issue of Teachers and Teaching, on 
the theme of International Perspectives on Veteran Teachers, illustrates the 
range of studies in the field and provides an overview  of the differing 
YLHZVRQZKDWFRQVWLWXWHVDµYHWHUDQ¶ZLWKLQWKHWHDFKLQJSURIHVVLRQ 
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What are the criteria for defining a veteran teacher? One might be 
LGHQWLILHG DV µYHWHUDQ¶ because of years of tenure, or because of 
having achieved some special expertise in the profession, for 
instance in pedagogy or subject matter knowledge.   
(Ben Peratz and McCulloch 2009: 405) 
Within the special issue of the journal veteran teachers are variously 
GHILQHGDV µDFFRPSOLVKHG WHDFKHUV¶ZKRPD\EH LQ WKHLU µWKLUGRU WKLUWLHWK
\HDU LQ WKH FODVVURRP¶ /LHEHUPDQQ DQG0DFH   WHDFKHUVZKR
KDYH µRYHU  WR  \HDUV¶ H[SHULHQFH (LODP   RU ZKR µKDYH
ZHDWKHUHGRYHU\HDUV¶&RKHQRUDVµWHDFKHUVZKRLGHQWLI\
WKHPVHOYHVDV¶YHWHUDQ6FKRQPDQQ).   
7KH2(&'¶VUHSRUWTeachers Matter, amongst other studies, found that the 
numbers of teachers retiring was particularly acute in schools serving 
disadvantaged communities and appeared to foresee a bleak future for 
recruitment and retention in such schools (McKenzie 2005; Quartz 2003; 
Guin 2004). Some of these studies represented long-serving teachers as 
being disengaged as they reached the final stages of their career (e.g. 
Huberman 1993), or as barriers to modernisation and improvement (Fink 
and Brayman 2006). Others present more positive images of teachers who, 
in these later years, have reached a sense of purpose and fulfilment 
(Cohen 2009; Day and Gu 2009).  
As well as the academic literature on long-serving teachers, there exists a 
wealth of media and literary representations of veteran teachers 
(McCulloch 2009; Bulman 2002; Trier 2001). These range from images of 
cantankerous hero figures such as Mr Chipping (Hilton 1934) and Miss Jean 
Brodie (Spark 1961), to portrayals of out-dated teachers, such as Mr Nolan 
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in Dead Poets Society (Haft, Junger-Witt and Thomas 1989), who fail to 
understand the needs of their students. Typically the students in the latter 
narratives are saved by the arrival of a (younger) outsider who transforms 
their lives; Louanne Johnson is the archetypical representation of this in 
the film, Dangerous Minds (Simpson 1995). Whilst these media heroes 
often leave the fictional schools after a year or two, or have to be 
persuaded to stay, Quartz et al emphasise that in the real world,  
The real heroes of urban schools are those who figure out ways to 
stay connected to their profession, their pursuit of social justice, 
their colleagues, their students, and their communities. These 
heroes are not born; they emerge from an extensive network of 
support and a solid understanding of pedagogy 
(Quartz et al 2003: 105).  
Media portrayals of disengaged and disenfranchised long-serving teachers 
working in deprived and often dangerous communities are typically 
QHJDWLYHUHSUHVHQWDWLRQVµ7KHVHYHWHUDQWHDFKHUVDUHEXUQHGRXWDQGKDYH
failed to do what was assumed to be their professional obligation²to 
reform these students into respectable, educated, and well-behaved 
citL]HQV¶%XOPDQ,WFRXOGEHDUJXHGWKDWVXFKGHILFLWLPDJHV
further add to problems of retention in urban schools serving 
disadvantaged communities. McKinney, Berry, Dickerson, and Campbell-
Wheatley describe the turnover of teachers in such schoROVDVµGLVWXUELQJO\
KLJK¶ 2), whilst other research points to the cost implications of this 
pattern of attrition, µWKHPRYHPHQWRIWHDFKHUVDZD\IURPORZ-performing 
schools are costly phenomena. Students lose the value of being taught by 
an experienced teacher, and schools and districts must recruit and train 
WKHLUUHSODFHPHQWV¶$OOLDQFHIRU([FHOOHQW(GXFDWLRQ 1). 
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+RZHYHUWKHUHDUHVRPHWHDFKHUVZKRµSHUVLVWDQGWKULYH¶LQVXFKVFKRROV
DQGKDYHUHPDLQHGµIUHVK¶DQGHQJDJHG¶GXULQJWKHSURFHss (Cohen 2009).  
6WDQIRUG KLJKOLJKWHG WKH QHHG WR µVHHN WKH LQVLJKWV RI SRVLWLYH YHWHUDQ
WHDFKHUV¶EHIRUHWKH\UHDFKHGUHWLUHPHQWDQGµOHDYHWKHILHOG¶ 
One of the greatest challenges to long-serving teachers has been the 
rapidity of change that has characterised their careers.  A review of the 
H[WDQWOLWHUDWXUHRQWHDFKHUV¶ZRUNLQJOLYHVVKRZVWKDWWKHSUHYDLOLQJYLHZ
RI ZKDW FRQVWLWXWHV WHDFKHUV¶ ZRUNKDV DOWHUHG 7KHZRUN RI'D\ DQGKLV
colleagues engaged in the VITAE project captures the various ways in 
which teachers at different stages in their careers have experienced factors 
that have changed their work and lives over time (Day et al, 2006; 2007).   
In a study commissioned by the General Teaching Council and Saga to 
investigate ways to support and utilise the experience and expertise of 
older (45+) teachers, Wilkins, Head, Taylor and Keaveny found that  
the older teachers studied, who continue to enjoy their work and 
have been given opportunities for career development or variety of 
experience, do generally display two important characteristics: they 
have maintained and developed their practitioner skills, so that they 
are acknowledged as good teachers, and they have demonstrated 
an openness to change and development.  
(Wilkins et al 2004:10) 
This is countered by Mortimore and Mortimore who studied the reactions 
and responses of teachers to working in the (then) new environments of a 
City Technology College (CTC). They found that some of their respondents 
and senior managers held the view tKDW µLW ZDV HDVLHU WR JUDVS WKH
opportunity to be innovative when one was starting with a blank page ±
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ZLWK QR KLVWRU\ QR WUDGLWLRQV QR µEDJJDJH¶¶  154). Goodson 
examines the social history of educational change and argues that any 
study of change sKRXOG PRYH IURP WKH IRFXV RQ µKRZ WR JHW SHRSOH WR
change in institutions, the focus should instead be on how people change 
internally and on how that personal change then plays out, as and through 
LQVWLWXWLRQDOFKDQJH¶ 
In the United Kingdom, the most significant change to education in the 
second half of the twentieth century was the 1988 Education Reform Act 
(ERA). The long-serving teachers who are the focus of this study taught 
both before and after the ERA of 1988. Consequently they have lived 
through the changes it brought about to their working lives. Leaton Grey 
H[SORUHVWKHµEUDYHQHZZRUOG¶RISURIHVVLRQDOLVPIDFLQJWHDFKHUVDIWHUWKH
Act was introduced and summarises her findings in the table which I have 
reproduced below: 
Table 1: Characteristics of Teacher Professionalism (Leaton Grey 
2006: 17) 
Characteristics of teacher professionalism before and after the 1988 Education 
Reform Act 
(Table developed from Beck (1999, 2002), Bernstein (1996), Education Reform Act 
(1988)) 
Pre-1988                                                         Post-1988 
Autonomous work 
Lifelong habitation (known sociologically 
as habitus) alongside peers 
Industrial action 
Moral Imperative 
Public service ethos 
Individualism, holism 
Ownership of pedagogy 
Vocation 
Directed work 
Infinitely retrainable according to needs of 
economy or state agency  
Locally-negotiated agreements 
Audit 
Technical efficiency 
Standardised product 
National Curriculum 
Career 
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/HDWRQ *UH\¶V WDEOH LOOXVWUDWHV WKDW WKH ORng-serving teachers will have 
experienced a shift from independence and autonomy to control and 
direction.  
Similarly, Woods and Jeffrey explain that teachers who began teaching in 
WKH V KDYH KDG WR HQJDJH LQ µLGHQWLW\ ZRUN¶ DV WKH\ KDYH KDG WR
realign WKHLUYDOXHVLQWKHLUODWHUZRUNLQJOLYHVDVµWKHKXPDQHOHPHQWJLYHV
way to the cRPPRGLILHGH[SHULHQFH¶). Goodson and Hargreaves 
suggest that this has been a deliberate consequence of globalised 
HGXFDWLRQDO GLVFRXUVHV VXFK DV µVFKRRO LPSURYHPHQW µDQG µSHUIRUPDQFH
PDQDJHPHQW¶/RQJVHUYLQJWHDFKHUVKDYHH[SHULHQFHGDPRYHWRD
performance culture, characterised by targets and accountability, within 
WKH ZRUNSODFH ZKHUH DFFRUGLQJ WR  %DOO µYDOXH UHSODFHV YDOXHV ±
commitment and service are of dubious worth within the new policy 
UHJLPH¶ 
It is this emphasis on accountability and the administrative aspects of 
teaching that has led to the production of policy documents encapsulating 
WKHRIILFLDOYLHZRIZKDWFRQVWLWXWHVWHDFKHUV¶ZRrk. In England, this official 
YLHZ LV VXPPDULVHG LQ WKH GRFXPHQW µ:K\ VLW VWLOO LQ \RXU FDUHHU"¶ 7'$
2007) which summarises the professional standards that teachers in 
England have to meet in order to be considered to have made progress in 
their career. TKHGRFXPHQWµGHILQHVWKHFKDUDFWHULVWLFVRIWHDFKHUVDWHDFK
FDUHHU VWDJH¶ 7'$  2). Its underpinning assumption is that 
movement and change characterise a successful career, including 
movement between schools to gain a variety of experiences in different 
sites and with students from different backgrounds. Contrary to this notion 
of career development, my own interest is in those teachers who have 
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conceptualised their careers as rooted in a particular, disadvantaged, 
FRPPXQLW\WHDFKHUVZKRKDYHµVDWVWLOO¶ 
 
2.6 Schools as places of identity 
%HQZHOODQG6WRNRHGHVFULEHWKHµVSDWLDOWXUQ¶LQWKHVRFLDOVFLHQFHVZKHQ
µZULWHUV EHJDQ WR WKHRULVH WKH OLQNV EHWZHHQ SODFH VSDFH DQG LGHQWLW\¶
+HLGHJJHU¶VQRWLRQRIµEHLQJLQWKHZRUOG¶KDVEHHQinfluential 
LQ WKH OLWHUDWXUH DERXW SODFH DQG LGHQWLW\ µ)RU +HLGHJJHU WKH KXPDQ
person is a dasein OLWHUDOO\D µEHLQJ WKHUH¶ ± so that placedness is of the 
HVVHQFH¶,QJH 0DQ]R EXLOGVRQ+HLGHJJHU¶VQRWLRQRI
µEHLQJ-in-the-ZRUOG¶ZLWK ZKDWVKHFDOOVµH[SHULHQFH-in-SODFH¶OHDGLQJKHUWR
FRQFOXGH WKDW µVLJQLILFDQW SODFHV UHIOHFW SHRSOH
V HYROYLQJ LGHQWLW\¶ 0DQ]R
2005: 73). A recurrent theme within the literature on place and identity is 
the role of space and time. Massey (1993) emphasises the importance of 
defining the terms used in such writings. For Massey, time and space are 
inextricably linked by the social relations that are played out in space and 
time; for her the world is four dimensional. 
Others have developed this view in relation to school spaces: 
,QWKHLUHIIRUWVDWPDNLQJHIIHFWLYHOHDUQLQJHQYLURQPHQWVWHDFKHUV¶
modifications of their classroom point to other important purposes 
of this space. Specifically, teachers use the walls and other 
elements of the classroom to display things as a way of claiming the 
space as their own, as a reflection of who they are as a teacher, and 
as a communication device to make personal connection with the 
students and to actively engage the students in learning. From 
these purposes the physical classroom can be understood as a basic 
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FRPSRQHQWRU WROO RI WKHSURFHVVRI WHDFKHUV¶GDLO\ LQWHUDFWLRQQRW
just an interchangeable space.  
(Bissell 2004: 29) 
Nespor (1997) raises the need to examine and understand spacetime 
topographies because for him SODFHVDUHµG\QDPLFIOXLGVSDFHV¶+HZULWHV
DERXWWKHZD\VLQZKLFKDUFKLWHFWVORVHFRQWURORIWKHµDEVWUDFWSODFHV¶WKH\
have designed as people use them and redefine them as they become 
µOLYHGVSDFHV¶7KLVFRXOGEHZKDW0DVVH\¶VIRXUWKGLPHQVLRQ (1993) looks 
like, when static floor plans bear no relation to the spaces that people 
inhabit because they are continually redefined over time. 
1HVSRU¶V YLHZ WKDW VFKRRO EXLOGLQJV DUH PRUH WKDQ µVHDOHG FRQWDLQHUV¶ LV
HFKRHG LQ0F'RZHOO¶V ZULWLQJ DERXW VFKRROV where social-spatial relations 
are constantly evolving and where the boundaries between home and 
school as places where teachers carry out their work are not clearly 
demarcated (1999). Similarly, McGregor argues that schools are in the 
process of being recXUVLYHO\ UHGHILQHG  6KH VXSSRUWV 0F'RZHOO¶V
observation that the boundaries between home and school, as places to 
conduct school work, are not clear. 
For McGregor this is a result of increased workload and government 
SUHVVXUHZKLOVW0F'RZHOO¶VUHDGLng of this has a more emotional dimension, 
GHVFULELQJ WKHKRPH DV µWKH ORFXV RI ORYH, HPRWLRQDQGHPSDWK\¶  
75- 6KH UHIHUV WR %DFKHODUG¶V FRQFHSWRIKRPH WUDQVFHQGLQJ SK\VLFDO
ORFDWLRQDO ERXQGDULHV µDOO LQKDELWHG VSDFH EHDUV WKH HVVHQFH RI KRPH¶. 
%DFKHODUG GHVFULEHV WKH KRPH DVD VLWH IRU FRQVWLWXWLQJ D µFRPPXQLW\ RI
PHPRU\¶%DFKHODUGDJDLQOLQNLQJSODFHZLWKLGHQWLW\ 
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Similarly, bell hooks writes about home as being more than one static site: 
µKome is no longer just one place¶KRRNV1990: 148). For hooks, however, 
home takes on a different meaning: it is a political site of resistance. 
It is many locations. Home is that place which enables and 
promotes varied and ever-changing perspectives, a place where one 
discovers new ways of seeing reality, frontiers of difference  
(hooks 1990: 148) 
In writing about the history of African-Americans, hooks discusses how 
they as a group and, in particular, the women have recognised the 
µVXEYHUVLYHYDOXHRIKRPHSODFH¶ EHFDXVH LWZDVDSODFH where 
SHRSOH FRXOG µVWULYH WR EH VXEMHFWV QRW REMHFWV¶ D SODFH ZKHUH SHRSOH
µFRXOG EH DIILUPHG¶ LQ WKHLU µPLQGV DQG KHDUWV¶ DQG EH UHVWRUHG WR WKH
µGLJQLW\ GHQLHG¶ LQ WKH µRXWVLGH ZRUOG¶  42). hooks argues that 
without the space to construct homeplace, a community of resistance 
cannot be built.  
So in this selection of the literature at least, space is a political concept 
bound up with notions of identity. Keith and Pile (1993) summarise these 
points, arguing that we construct multiple identities in relation to spatial 
FRQWH[WVDQGLQDGGLWLRQZHDOVROHDYHJDSVRUVSDFHVLQWKHLGHQWLWLHVµZH
present in different socio-VSDWLDOVHWWLQJV¶$VDUHVXOWRIWKHVH
JDSVRUVSDFHV WKH\DUJXH µWKHUH LVKRSHIRUXVDOO¶ EHFDXVH WKHVHJDSV
alloZ XV WR µUHIXVH WR OHW WKLQJV - in this case particular political 
mobilizations around political concepts of space - VHWWOH¶6RIRU.HLWKDQG
3LOH µVSDFH LV FRQVWLWXWLYH RI WKH VRFLDO VSDWLDOLW\ LV FRQVWLWXWLYH RI WKH
SHUVRQDODQGWKHSROLWLFDO¶225). This may be what hooks is alluding 
WRZKHQVKHWDONVRIµFKRRVLQJPDUJLQDOLW\DVWKHVSDFHRIUHVLVWDQFH¶
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152). For hooks there has to be another choice beyond assimilation, 
LPLWDWLRQRUUHEHOOLRQRI WKH µFHQWUH-VSDFH¶ LI WKLV FHQWUHKDVEHHQ created 
by a dominating power of force. Soja and Hooper (1993) draw on 
)RXFDXOW¶V FRQFHSWV RI GRPLQDWLRQ DQG H[SORLWDWLRQ ZKHQ WKH\ WDON RI D
KHJHPRQLFSRZHUZKLFKµDFWLYHO\SURGXFHVDQGUHSURGXFHVGLIIHUHQFHDVD
key strategy to create and maintain modes of social and spatial division 
that are advantageous to FRQWLQXHG HPSRZHUPHQW¶ 1993:183-5). They 
WDONRIWKHµVSDFHVWKDWGLIIHUHQFHPDNHV¶DVEHLQJDµWKLUGVSDFHRISROLWLFDO
FKRLFH¶ 1993:192) where choosing to inhabit this thirdspace means 
moving across and through the boundaries that are being imposed. 
Gruenwald calls for a critical pedagogy of places:  
3ODFHEHFRPHVDFULWLFDOFRQVWUXFW«EHFDXVHLWIRFXVHVDWWHQWLRQRQ
analyzing how economic and political decisions impact particular 
SODFHV «>LW@ IRUHgrounds a narrative of local and regional politics 
that is attuned to the particularities of where people actually live, 
and that is connected to global development trends that impact 
local places. Articulating a critical pedagogy of place is thus a 
response against educational reform policies and practices that 
disregard places and that leave assumptions about the relationship 
between education and the politics of economic development 
unexamined. 
(2003:3). 
Finally, Elbaz-Luwisch writes that what is lacking LQWKHUHVHDUFKµLVDVHQVH
of the teacher teaching in a place - a given location that is not only specific, 
describable and distinct from other locations, but that holds meaning, that 
PDWWHUVWRWKHSHUVRQVZKRLQKDELWLW¶ (2004:388). In the following section 
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I look at some of the literature which is about the places the teachers in 
my study inhabit: high poverty urban schools. 
 
2.7 Challenging inner city schools 
In some of the literature about schools located within socioeconomically 
disadvantaged communities there is recognition that they face a number of 
challenges: 
These schools operate under one or more of the following conditions 
± high teacher turnover, newly appointed teachers and leaders, low 
student retention, high student and teacher absenteeism, and 
persistently low student achievement 
(Johnston and Hayes 2007: 371). 
$FFRUGLQJWR%DOOWKHµDFFRXQWDELOLW\FXOWXUH¶RIVFKRROVGHVFULEHGLQVHFWLRQ
2.4 above usually has stronger implications for schools serving 
disadvantaged communities with low socioeconomic status: 
7KRVHLQDZHDNµPDUNHW¶RUSHUIRUPDQFHSRVLWLRQPD\ZHOOVXEPLW
to becoming whatever it seems necessary to become in order to 
survive. Performance improvements may become the only basis for 
decision-making. The heart of the educational project is gouged out 
and left empty. Authenticity is replaced entirely by plasticity. The 
RUJDQL]DWLRQ EHFRPHV DQ µDXGLWDEOH FRPPRGLW\¶ )RU RWKHUV LQ D
VWURQJHU µPDUNHW¶ RU SHUIRUPDQFH SRVLWLRQ WKH LPSDFW RI
performativity may be different; either forms of complacency or 
reinforcement and/or the possibility of retaining commitment to 
non-performative values and practices. Elite institutions are the best 
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SODFHV WR HYDGH WKH MXGJHPHQWV RI WKH µWHFKQLFLDQV RI
WUDQVIRUPDWLRQ¶.  
(Ball 2003: 225) 
For schools who cannot evade these judgements, there is a discourse of 
failure surrounding them in the media and policy rhetoric where they are 
GHVFULEHG DV µIDLOLQJ¶ WKH (GXFDWLRQ $FW RI  LGHQWLILHG D VPDOO
SURSRUWLRQ RI VFKRROV DV µIDLOLQJ WR SURYLGH DQ DFFHSWable standard of 
HGXFDWLRQ¶ RU µVWUXJJOLQJ¶ 6WROO DQG )LQN  RU IDFLQJ µFKDOOHQJLQJ
FLUFXPVWDQFHV¶ 
7KH WHUP µFKDOOHQJLQJ FLUFXPVWDQFHV¶ XVXDOO\ PHDQV VFKRROV LQ
communities with high poverty rates, high rates of English as a 
second language, high migrancy, high unemployment, poor 
housing, and so on. 
(Levin 2006: 405) 
The literature therefore highlights the influence of school context on school 
performance; Thrupp and Lupton in their exploration of the impact of 
socioeconomic status (SES) on schools IRXQGWKDWµSES composition affects 
school processes in  numerous ways which would cumulatively boost the 
academic performance of schools in middle-class settings and drag it down 
in low socio-HFRQRPLF VHWWLQJV¶ (2006: 309). In the United Kingdom and 
the USA the focus has been on ways in which the academic 
XQGHUSHUIRUPDQFHRIVXFKVFKRROVFDQEHµWXUQHGDURXQG¶,QWKH86$WKH
focus has been on school-wide reform which aims to restore to health 
those low performing schools serving low socioeconomic status 
communities (Anyon 1997). Some of the literature has examined the 
impact and consequences of the No Child Left Behind policy (2001) on high 
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poverty schools in America and found that these school tend to fall short of 
the accountability measures inherent in the standardised testing used by 
the policy (Abedi 2004; Kim and Sunderman 2005; Fusarelli 2004).  
Murphy explains that whilst: 
There is not much empirical evidence to guide policymakers and 
HGXFDWRUV«WKHUHLVQRVKRUWDJHRILGHDVEHLQJSURPXOJDWHGWRWXUn 
around failing schools. Nearly all of these solutions leap from 
problems (i.e. failure) to solutions with remarkable little analysis of 
the variables and conditions in the school-failure algorithm. At best, 
solutions are grounded in some macro level theory of action about 
reform. For example, that competition via markets (e.g. choice) will 
encourage (or force) failing schools to improve and, if they do not, 
they will find their warrant to continue operations in question, if not 
withdrawn outright.  
(2008: 2). 
In the United Kingdom, the Education Reform Act of 1993 resulted in 
VFKRROV WKDW ZHUH SHUFHLYHG DV µIDLOLQJ¶ EHLQJ SXW RQ D SURJUDPPH RI
µVSHFLDOPHDVXUHV¶ZKLFKLQYROYHGVSHFLILFWDUJHWVDQGDVHULHVRILQVSHFWLRQ
YLVLWV E\ +HU 0DMHVW\¶V ,QVSHFWRUV Zho could remove the label of special 
measures or, in some cases, make the decision to close the school.  
The school improvement movement places the responsibility for improving 
DVFKRRO¶VSHUIRUPDQFHXSRQWKHVFKRROLWVHOI/HYLQFRPSDUHVVFKRROVZKR
have not adopted school improvement strategies with individuals 
deliberately ignoring advice to eat healthily and to exercise (2006: 403). A 
central tenet of the school improvement movement is that all schools have 
WKHSRWHQWLDOWRLPSURYHDQGµWKDWWKHUHDUHFertain internal conditions that 
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DUHFRQGXFLYHWRUDLVLQJSHUIRUPDQFH¶+DUULV7KHDGYRFDWHVRI
WKH VFKRRO LPSURYHPHQW PRYHPHQW DOO VWUHVV WKDW VFKRROV FDQ µPDNH D
GLIIHUHQFH¶6LOYHU5XWWHUHWDO0RUWLPRUHHWDO Reynolds 
and Cuttance 1992; D. Hargreaves 1998, Hopkins 2001; Harris 2002). 
Potter et al, in their review of School Improvement for Schools Facing 
Challenging Circumstances, conclude by developing a model of successful 
school improvement for under-performing schools, claiming that for schools 
ZKLFKKDYHQRW µLPSURYHG¶RU µWXUQHGDURXQG¶ WKHUHLVDQHHG IRU µJUHDWHU
H[WHUQDOLQSXWDQGSUREDEO\DPRUHH[WHUQDOORFXVRIFRQWURO¶ 
$FFRUGLQJ WR *UD\¶the most obvious contextual characteristic shared by 
schools in special measures is that they tend to be located in areas 
experiencing high levHOVRIVRFLDOGHSULYDWLRQ¶: 7); Gray is one of a 
QXPEHURIDXWKRUV OLQNLQJ WKH ODEHOVRI µIDLOLQJ¶ DQG µVSHFLDOPHDVXUHV¶ to 
socioeconomic context (Gewirtz 2002; Stoll and Fink 1996). The school 
improvement movement has its critics who argue that the school 
LPSURYHPHQWDJHQGDµFRPSOHWHO\LJQRUHVWKHEURDGHUVRFLRORJLFDOSUREOHP
RI WKH UHODWLRQVKLSRI VRFLDOEDFNJURXQGDQGVFKRRODFKLHYHPHQW¶ 7KUXSS
1998: 202). Others who uphold this view are Ball (1988) and Tomlinson 
(1997).  
Thrupp and Lupton caution against generic improvement measures aimed 
DW DOO µIDLOLQJ¶ VFKRROV E\ HPSKDVLVLQJ WKDW µRQH 6(6 VFKRRO FDQQRW EH
DVVXPHG WR IDFH WKH VDPH FRQWH[WXDO FKDOOHQJHV DV DQRWKHU¶ 2006:309-
310). Thrupp and Willmott argue that school improvement theories are 
EDVHGRQ VFDQW UHVHDUFK DQG SRLQW RXW WKDW µLI SRYHUW\ KDV DQ LPSDFW RQ
achievement, it is going to have a continuing impact until the poverty itself 
LV DGGUHVVHG¶   7hrupp and Willmott posit that effective 
WHDFKLQJDQGOHDUQLQJWDNHVSODFHLQVFKRROVWKDWDUHGHHPHGWREHµIDLOLQJ¶
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DVZHOODVWKRVHGHHPHGWREHµVXFFHVVIXO¶7KH\JRRQWRUHFRPPHQGWKDW
teachers in contrasting schools have a mutual respect for the work that 
each do. One example of this recommendation is that teachers in more 
affluent schools be modest about the relative popularity of their schools, 
accepting that a school deemed to be of poor quality or failing may, in real 
terms, have teachers and senior staff who are working harder and smarter 
than themselves (2003: 118). By doing so, the authors hope that teachers 
LQVRFDOOHGµIDLOLQJ¶VFKRROVZLOOFHDVHWRIHHOGHYDOXHGZLOOEHOHVVOLNHO\WR
leave, and that the children in such schools will receive the quality of 
teachers they deserve.  
Whitty (2002) and Ball (2003) argue that the school improvement 
movement has done little to improve performance and that instead it has 
had negative consequences because of the additional pressure caused by 
the constant scrutiny of schools in disadvantaged communities who find it 
difficult to meet the normative outcomes and targets sanctioned by the 
effective school improvement movement. Nicolaidou and Ainscow point out 
WKHIODZVLQWKHDUJXPHQWWKDWµLQVSHFWLRQUHSRrts are published with a view 
WKDWVXFKDµQDPLQJDQGVKDPLQJ¶VWUDWHJ\ZLOOSURPRWHLPSURYHPHQWDQG
HIIHFWLYHQHVV¶E\HPSKDVLVLQJWKDWWKHµWUDXPDWLFH[SHULHQFH¶
RIEHLQJSODFHGLQVSHFLDOPHDVXUHVKDV µQHJDWLYHHIIHFWVRQ WKHLUPRUDOH
and self-HVWHHP¶2005:7KHLUDQDO\VLV IRXQG WKDWE\ µVWLJPDWLVLQJD
VFKRRO DV IDLOLQJ LWV LQWHUQDO FDSDFLWLHV WR FKDQJH PD\ EH GLVDEOHG¶ 
(2005: µWKH SUHYDLOLQJ FXOWXUH LV RQH RI UHFULPLQDWLRQ GHQLDO DQG
QHJDWLYH HPRWLRQV¶ 2005:237) DQG WKDW µVSHFLDO measures presented 
barriers WR VWDII FROODERUDWLRQ¶  7KH\ FRQFOXGH WKDW µRXU
understanding of such schools indicates that they are faced with complex, 
DQGVLPXOWDQHRXVO\XQLTXHLVVXHV¶ 245). 
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Some of the literature from an Australian perspective takes on board this 
need to think about the influence of context. Thomson writes about the 
µWKLVQHVV¶ RI LQGLYLGXDO VFKRROV DQG FRPPXQLWLHV DQG DUJXHV DJDLQVW WKH
µKRPRJHQLVLQJUKHWRULFRIGLVDGYDQWDJHGVFKRROV¶ 174).  There is a 
body of research underpinning the Priority Schools Funding Programme in 
4XHHQVODQG ZKLFK LV EDVHG RQ µVRFLDO MXVWLFH DQG HTXLW\ SULQFLSOHV¶ WKDW
DUJXHVWKDWµTXDOLW\WHDFKLQJDQGOHDUQLQJLVPRUHWKDQDWHFKQLFDOSURFHVV
,W LV D VRFLDO DQGFXOWXUDO DFWLYLW\¶ NSW DET 2003: 3). One approach is 
WKDWRIµSURGXFWLYHSHGDJRJLHV¶ZKLFKDV+D\HV/LQJDUGDQG0LOOVH[SODLQLV 
not an attempt to de-skill teachers. Hence the pluralising of 
pedagogy to imply that there is no one true way of teaching and 
that appropriate pedagogies for particular contexts need to be 
determined by teachers, often in conjunction with their students 
and local communities.  
(Hayes et al 2000:12) 
Within this literature (and that of disadvantaged schools outside of 
Australia) there is a growing body that looks at the role of leadership 
(Blackmore and Thomson 2004; Hayes, Christie, Mills and Lingard 2004; 
Fullan 2001; Leithwood and Steinbach 2003) and of community in relation 
to disadvantaged schools. Whilst the study of leadership is beyond the 
scope of this study, community has emerged as being an important 
concept and some of the literature about community is reviewed in the 
following section.  
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2.7 Community 
/DYH DQG :HQJHU FRLQHG WKH WHUP µFRPPXQLWLHV RI SUDFWLFH¶ ZKHQ WKH\
applied a social theory of learning to an ethnographic study of 
apprenticeship (1991). They found that the traditional understandings of 
expert/apprentice relationships were challenged and better explained by 
µRQHRIFKDQJLQJSDUWLFLSDWLRQDQGLGHQWLW\WUDQVIRUPDWLRQLQDFRPPXQLWy 
RISUDFWLFH¶:HQJHU7KHFRQFHSWRIJURXSVRISHRSOHOHDUQLQJ
WRJHWKHUKDVEHHQSRSXODUDQGWKHVWXG\RI µFRPPXQLWLHVRISUDFWLFH¶KDV
been applied to various studies of organisations and groups of people, with 
the conclusion that: 
communities of practice are everywhere and that we are generally 
involved in a number of them - whether that is at work, school, 
home, or in our civic and leisure interests. In some groups we are 
core members, in others we are more at the margins  
(Smith 2003:2).  
HoZHYHUZKLOVW:HQJHUVWDWHVWKDWWKHWKHRULHVXQGHUSLQQLQJµFRPPXQLWLHV
RI SUDFWLFH¶ DUH UHOHYDQW WR D ZLGH UDQJH RI FRQWH[WV LQFOXGLQJ VFKRROV
(1998: 225), his ideas have been mostly applied to studies of 
organisational learning, especially with regard to business environments. 
Recently however studies of leadership have turned to the importance of 
communities of practice as a means to improve school performance and to 
engender a sense of professional responsibility amongst members of the 
school community. Hoyle and Wallace advise that this adoption of the 
theory can be misused if it is not properly understood: 
Communities of practice can play a significant role in fostering 
professionalism (Wenger 1998, Bolam et al. 2005). They are 
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inherently temporary, protean and have an evolving membership. 
The success of such communities leads to the managerialist 
temptation to transform them into formal components of the 
organization.  
(Hoyle and Wallace 2009: 212) 
The notion of community is contestable within literature about schools and 
schooling. Furman traces the interest in schools as communities back to 
the work of Dewey, The School and Society in 1899 (Furman 2002: 5). 
:HVWKHLPHU LV FULWLFDO RI WKH µPDQ\ XQGHUVSHFLILHG XVHV RI WKH ZRUG
community ...in the abundance of recent reform literature on teacher 
SURIHVVLRQDOFRPPXQLWLHV¶+HDUJXHVWKDWWKHLQFUHDVHGLQWHUHVW
LQ µWKH WLHV WKDW ELQG¶ WHDFKHUV WRJHWKHU KDV EHHQ EDVHG RQ XQGHU-
developed understandings of school workplaces. It has been adopted by 
the HIIHFWLYHVFKRROVPRYHPHQWZKRXVH WKH WHUPµFROOHJLDOLW\¶ WR LPSRVH
professional contexts for teachers to work together (typical mechanisms 
include whole-school targets, enforced team-teaching and coaching). These 
are enacted through a vision of the schooODVD µSURIHVVLRQDOFRPPXQLW\¶
where relationships are largely based on professional rather than personal 
ties (D. Hargreaves 1995). Such mechanisms have been described as a 
IRUP RI µLPSRVHG FROOHJLDOLW\¶ /LWWOH DQG 0F/DXJKOLQ  RU µFRQWULYHG
collegiDOLW\¶ +DUJUHDYHV DQG 'DZH  +DUJUHDYHV GHVFULEHV VFKRRO
settings where there are groups of teachers working together but in ways 
in which outsiders to these sub-groups feel isolated; he refers to this as 
µEDONDQLVDWLRQ¶+DUJUHDYHVb).  
Smyth outlines a range of ways in which recent educational policies in the 
ZHVWHUQ ZRUOG KDYH EHHQ µZURQJKHDGHG¶ DQG DUJXHV WKDW WKH ULJLGO\
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imposed structures and strategies have impeded the development of 
relational ties and community building: 
Taken collectively, this ensemble of supposed remedies can only be 
regarded as a crude form of barbarism of the most primitive kind, 
and it is having the effect of literally gouging the heart and soul out 
of teaching and learning. 
(Smyth 2007: 228) 
Huberman describes structures that impose professional community as 
µQDwYH¶ DQG FKDOOHQJHV WKH QRWLRQ WKDW FROOHJLDOLW\ LV D WRWDOO\ SRVLWLYH
experience: 
the lure of a common mission enacted by a family of like-minded 
adults ± of professional work planned, observed, and carried out in 
concert ± FDQ EH D KD]DUGRXV RQH«LW DOORZV VRPH SHRSOH WR
interpret the professional practice of others in moral terms rather 
WKDQ WHFKQLFDO WHUPV«>DQG@ LW PD\ QRW VTXDUH ZLWK WKH DFWXDO
FRQGLWLRQV OLPLWDWLRQV DQG SHUYHUVLWLHV RI VFKRRO OLIH«E\ REOiging 
people to subscribe to commitments they may not have or may feel 
unable to meet under normal working conditions, we run the risk of 
creating more defensiveness and vulnerability among staff, all in 
perpetuating most of the same instructional practices.  
(1993: 13) 
6LPLODUO\ 'H /LPD FKDOOHQJHV WKH µcurrent dominant discourse on the 
YLUWXHV RI WHDFKHU FROODERUDWLRQ¶  ,n his study of student 
WHDFKHUV¶ DWWHPSWV WR EHFRPH SDUW RI D collaborative school culture, he 
found that despite external appearances of collegiality, the reality for these 
EHJLQQHUWHDFKHUVZDVµSURIHVVLRQDOLVRODWLRQ¶ 
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It seems that it is not the structural arrangements themselves that are 
positive or negative for teachers, but what actually occurs within them. 
«LQVSLWHRI the regular structuring of relationships among the different 
parties involved, these arrangements served basically to transmit 
technical knowledge and to enact evaluation procedures that were highly 
individualistic. The student teachers were thus socialized into a view of 
teaching as the production of individualized acts and products for which 
only the person who plans and performs them is accountable 
(De Lima 2003: 215) 
In contrast to notions of professional community in the school effectiveness 
and improvement literature, are those who write about professional 
communities based on shared values and a commitment to social justice 
and learning for all (teachers and students) involved (Westheimer 1998; 
McLaughlin and Talbert 2001; Cochran-Smith and Lytle 1992). McLaughlin 
DUJXHVWKDWWKHUHLVDQHHGWRFKDQJHIURPWKHµPHWDSKRUVRIVFKRRODVD
formal organization [which] direct attention to incentives, management 
structures, oversight and accountability, governance, technology, and 
material aspects of the workplacH¶ WR D µPHWDSKRU RI FRPPXQLW\¶ (1993: 
)RU0F/DXJKOLQWKLVZRXOGKLJKOLJKWWKHLPSRUWDQFHRIµFROOHJLDOLW\DQG
FROODERUDWLRQ¶ ZKLFK µLQGLFDWHV D SURIHVVLRQDO FRPPXQLW\ ZLWK QRUPV RI
innovation and learning in which teachers are enthusiastic about their work 
DQGWKHIRFXVLVRQGHYLVLQJVWUDWHJLHVWKDWHQDEOHDOOVWXGHQWVWRSURVSHU¶
(1993:  $FFRUGLQJ WR 0F/DXJKOLQ¶V UHVHDUFK WHDFKHUV ZKR DUH LQ
schools with low norms of collegiality and µFKDUDFWHUL]H WKHLUZRUNSODFH in 
terms of norms of privacy also see their job as routine, their workplace 
setting as highly bureaucratized, and their subject matter as static or 
unchanging. Teachers who describe their workplace settings in this way are 
OHVV OLNHO\ WR LQQRYDWH DQG WR UHSRUW VXSSRUW IRU OHDUQLQJ«to lower 
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expectations of their students, and to report low levels of commitment to 
teaching¶   But she cautions that strong professional 
communities are not always a good thing because they can generate 
rigidity and be inflexible. 
As Achinson wriWHVµWKHPHWDSKRURIFRPPXQLW\ZDVWRUHSODFHWKHIRUPDO
organisation or factory model that had made so many schools alienating 
SODFHV IRU ERWK VWXGHQWV DQG DGXOWV¶  6). Strike outlines the 
obviously attractive features often associated with community: 
µPHPEHUVKLS URRWHGQHVV EHORQJLQJ¶ DQG WKH LQKHUHQWO\ JRRG µVRFLDOO\
EHQHILFLDO FKDUDFWHULVWLFV DV WUXVW OR\DOW\ DQG PXWXDO DWWDFKPHQW¶ 
EHIRUHJRLQJRQWRGHWDLOµFHUWDLQEDGV¶VXFKDVODFNRILQFOXVLYLW\DQG
D WHQGHQF\ WRZDUGV  µVHFWDULDQLVP¶ WKDW FDQ µHURGHVXFK SXEOLF JRRGV DV
WROHUDQFHRUFLWL]HQVKLS¶6WULNHFRQFOXGHVWKDWLWLVLPSRUWDQW
for practice and policy to examine not whether schools should be 
FRPPXQLWLHVEXWµKRZFDQZHKDYHVFKRROVWKDWDUHFRPPXQLWLHVLQZKLFK 
WKH µEDGV¶RI FRPPXQLW\DUHPLQLPLVHGDQG WKHJRRGVPD[LPLVHG¶ 
639).  
7|QQLHV GHYHORSHG WKH WKHRU\ RI µJHPHLQVFKDIW¶ DQG µJHVHOOVFKDIW¶ WR
describe qualities of human relationships and interactions. 
My theory will concentrate on investigating only relationships that 
are based on positive mutual affirmation. Every relationship of this 
kind involves some kind of balance between unity and diversity. 
This consists of mutual encouragement and the sharing of burdens 
or achievements, which can be seen as e[SUHVVLRQV RI SHRSOH¶V
energies and wills. The social group brought into existence by this 
positive relationship, envisaged as functioning both inwardly and 
outwardly as a unified living entity ... and the social bond that 
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stems from it, may be conceived either as having real organic life, 
and that is the essence of Community (Gemeinschaft); or else as a 
purely mechanical construction, existing in the mind, and that is 
what we think of as Society (Gesellschaft). 
(Tönnies 2001: 17). 
$SSO\LQJ 7|QQLHV¶ WKHRU\ the effective school model of a professional 
school community represents a shift towards gesellschaft because of the 
imposition of business models of performativity and accountability (Merz 
and Furman 1997). In contrast, depictions of schools where relationships 
DUH µSHUVRQDO FRPPLWWHG DQG IDPLOLDO¶ 0HU] DQG )XUPDQ  DUH
representations of communities which are gemeinschaft in nature. 
According to Butler, belonging and participation in such relationships 
PRYHV WKH LQGLYLGXDO IURPDVHQVHRI WKH µ,¶ WR µVHGLPHQWDWLRQRI WKHZH¶
(Butler 1993: 7KURXJKWKLVPHWDSKRURIµVHGLPHQWDWLRQ¶DVGLIIHUHQW
HOHPHQWVRIWKH,µVHWWOH¶to consolidate bodies or groups of people that are 
µSKDQWDVPDWLF HIIRUWV RI DOLJQPHQWV¶ %XWOHU  105), emerges the 
notion of an organic process of community. An important distinction 
between gesellschaft and gemeinschaft is that the former is an imposed 
FRPPXQLW\ µD PHFKDQLFDO DJJUHJDWH DQG DUWHIDFW¶ 7|QQLHV  
whilst the latter evolves organically. For Tönnies, gemeinschaft is 
dependent upon kinship (relational ties), place (locational ties) and mind 
(ties of shared values) whilst gesellschaft is dependent upon external 
factors, contracts and motivations of self-interest. Strike emphasised the 
distinctions between the two types of community: 
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In the world of Gemeinschaft both people and practices are valued 
intrinsically. In Gesellschaft they are valued instrumentally. 
Gemeinschaft is where we belong. In Gesellschaft we are strangers.  
(Strike 2000: 629) 
Sergiovanni DSSOLHGWKLVWKHRU\WRVFKRROVDQGH[SODLQHGWKDWµJHPHLQVFKDIW
and gesellschaft represent ideal types that do not exist in the real world in 
their pure forms...schools are never gemeinschaft or gesellschaft. They 
SRVVHVVFKDUDFWHUVRIERWK¶Sergiovanni drew on the theories 
of gemeinschaft and gesellschaft when he called for researchers to consider 
using a new metaphor to understand schools and suggested moving from 
metaphors of schools as organisations to schools as communities (1994: 
217). Sergiovanni also added a fourth form of community, building on 
WKRVHRINLQVKLSSODFHDQGPLQGµFRPPXQLWLHVRIPHPRU\¶ 
The movement to adopt Tönnies concept of community in school settings 
was not without its critics.  For example, Achinstein warns that, when 
teachers engage with collegial practices, what often emerges is conflict. 
She examines two schools with very different approaches to collaboration 
and discord and concludes that the ways in which they respond to conflict 
have an impact upon the successful implementation of a professional 
community: 
,W LV WKURXJK WKH H[DPLQDWLRQ RI UHDO WHDFKHUV¶ OLYHV WKDW ZH FDQ
come to see the complexities of fostering unity amid diversity, and 
begin to unravel some of the promises and dilemmas engendered 
by the resurgence of a call for community for teachers and schools.  
(2002: 20). 
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+RZHYHU 6HUJLRYDQQL PDNHV WKH SRLQW WKDW ZKLOVW µWKHUH LV QR UHFLSH IRU
EXLOGLQJ FRPPXQLW\¶   LW LV DQ RXWFRPHZRUWK WU\LQJ WR UHDFK
because  
replacing the medical metaphor of objectively delivering expert services 
WRFOLHQWVZLWKWKHIDPLO\PHWDSKRURISURYLGLQJIRUVWXGHQWV¶QHHGVDVLI
they were our own children. Concern for the practice of teaching means 
understanding differently what teaching practice is in a school and who 
is responsible for it. Teachers are not only concerned about their own 
practice but about the larger practice ± the practice of teaching itself 
that exists in the school. As teachers come to share in this common 
practice, colleagueship becomes redefined as a morally held web of 
mutually held obligations and commitments.  
(Sergiovanni 1994: 226). 
+DUJUHDYHV ZURWH DERXW WKH HIIHFWV RI \HDUV RI µVRXOOHVV VWDQGDUGL]DWLRQ¶
(2003: 6) underpinning, in his opinion, education policy in the United 
States and the United Kingdom. He claimed that these effects had led to 
OLYLQJLQDµKLJK-ULVNVRFLHW\¶ZKLFKµH[WHQGVWRRXUSHUVRQDOOLYHVIDPLOLHV
DQGFRPPXQLWLHV¶ 
In high-school systems driven by performance results at the 
expense of relationships, too many adolescents find themselves 
disengaged from learning and alienated from society.  
(2003:49) 
Hargreaves goes further and attributes high-school shootings, financial 
LQVHFXULW\ DQG DQ HURVLRQ RI KXPDQLWDULDQLVP WR WKH µFROODSVH RI
FRPPXQLW\¶ : 52). For Hargreaves, there is a need to return to 
teaching about values, social justice and caring.  
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Teaching beyond the knowledge society therefore means serving as 
a courageous counterpoint for it in order to foster the values of 
community, democracy, humanitarianism, and cosmopolitan 
identity. Without these, there is little hope of sustained security for 
any of us. 
(Hargreaves 2003: 59) 
 
The review of the literature enabled me to develop an understanding of the 
ways in which some scholars have attributed high rates of attrition within 
WKHSURIHVVLRQ WRFKDQJHV WR WHDFKHUV¶SURIHVVLRQDO OLYHV The review also 
helped to consolidate my view that the solution to the problems of teacher 
attrition and retention lies not in an increased emphasis on recruitment but 
rather in a closer examination of what might be the underlying factors 
affecting the choice of some teachers to remain in the profession. This is 
particularly pertinent to long-serving teachers in challenging schools who 
are the subjects of my study. The selection of some of the literature on 
identity, place and community reviewed in this chapter was guided and 
inspired by the data generated and will be revisited later when I report and 
analyse the findings of the study in chapters four to six. In the following 
chapter, I outline the design of my study and the choices I have made in 
order to address my research question and to seek ways of learning from 
the lives of the long serving teachers in three inner city schools. 
 
74 
 
Chapter 3: Methodology 
3.1 Introduction to the Research Design 
This research design, which utilises career history interviews, is qualitative 
in nature,  DVVXFKDQDSSURDFKLV µVXLWHG WRH[DPLQLQJ WKH FRPSOH[DQG
dynamic contexts of public education in its many forms, sites, and 
variatLRQV¶ DQG LV µGHPDQGHG LI SROLF\ OHJLVODWLRQ DQG SUDFWLFH DUH WR EH
VHQVLWLYH WR VRFLDO QHHGV¶  /LQFROQ DQG &DQQHOOD   'HQ]LQ DQG
Lincoln offer a generic definition of qualitative research that resonates with 
the motivation for this study described above: 
Qualitative research is a situated activity that locates the observer in the 
world. It consists of a set of interpretive, material practices that make 
the world visible. These practices transform the world. They turn the 
world into a series of rHSUHVHQWDWLRQV«$WWKLVOHYHOTXDOLWDWLYHUHVHDUFK
involves an interpretive, naturalistic approach to the world. This means 
that qualitative researchers study things in their natural settings, 
attempting to make sense of, or interpret, phenomena in terms of the 
meaning people bring to them. 
(Denzin and Lincoln 2005: 3) 
 
7KHGULYHIRUWKHVWXG\FDPHIURPVKDULQJ6LNHV¶FRQYLFWLRQWKDW teaching is 
µLQWHQVHO\SHUVRQDODQGUHODWLRQVKLS-EDVHG¶ZRUNDQGWKDWLWLVLPSRUWDQWWR
ILQG RXW µDERXW WKH VRUW RI SHRSOH Weachers are, and how they see 
WKHPVHOYHVDQGWKHZRUNWKH\GR¶ 106). Nearly twenty years ago, 
*RRGVRQDUJXHGWKDWLQRUGHUWRXQGHUVWDQGWHDFKHUGHYHORSPHQWZHµQHHG
WRNQRZPRUHDERXW WHDFKHUV¶ OLYHV¶ DQG WKDW WHDFKHUV¶ YRLFHV
should be µKHDUG ERWK ORXGO\ DQGDUWLFXODWHO\¶  112). Goodson and 
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1XPDQLQDQH[DPLQDWLRQRIWHDFKHUV¶GDLO\ZRUNSURPRWHGWKHLGHDWKDW
EHFDXVH WHDFKHUV DUH µWKH FHQWUDO DJHQW LQ WKH GHOLYHU\ RI DOO YHUVLRQV RI
VFKRROLQJ¶ LW LV LPSRUWDQW WR OLVWHQ WR WKHLU voices to understand different 
SHUVSHFWLYHVDERXWµQHZPRYHVWRUHIRUPUHVWUXFWXUHDQGUHFRQFHSWXDOLVH
VFKRROLQJ¶ 274-5).  
This has particular resonance for this study, which has a specific 
HGXFDWLRQDO DQG KLVWRULFDO FRQWH[W LQ WKDW WKH WHDFKHUV¶ workplaces are in 
the process of being restructured by the policy of creating Academies and 
their work is reconceptualised within a culture of accountability and 
performance. The importance of locating teacher voice within these 
contexts was a key factor in the choice of career-history interviews used in 
the study.  
The data corpus is made up of interviews with twenty teachers from three 
schools serving disadvantaged communities that were in the process of 
being structurally reorganised as part of the Local $XWKRULW\¶V $FDGHPLHV
programme. The data collection began in June 2006 and was concluded in 
April 2007. The criteria for drawing up the sample of teachers from these 
three schools for the doctoral study were that the participants had been 
teaching in the community for twenty years or more and were willing to 
take part in the research.  This resulted in a sample of twenty long-serving 
teachers, which comprised eleven men and nine women. It is worth 
pointing out at this stage that there were no discernible gender differences 
in terms of the responses to the interview questions. This may be because 
of the relatively small sample size.  
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3.1.0 Setting the context 
2QHHOHPHQWRI UHFHQWHGXFDWLRQDOSROLF\ LVNQRZQDV WKH µDFDGHPLVDWLRQ
SURFHVV¶ *RUDUG  $cademies are schools which are externally 
sponsored by businesses and are located in deprived areas of the country; 
WKH µ$FDGHPLHV SURJUDPPH DLPV WR FKDOOHQJH WKH FXOWXUH RI HGXFDWLRQDO
XQGHUDWWDLQPHQW DQG WR GHOLYHU UHDO LPSURYHPHQWV LQ VWDQGDUGV¶ 'I(6
2006). In 2005, there were proposals to build three Academies within one 
inner-city Local Authority. The proposal to introduce the academies was 
SDUWRIWKH/RFDO$XWKRULW\¶VµH[FLWLQJ µRQFHLQDJHQHUDWLRQ¶RSSRUWXQLW\WR
transform secondary and special edXFDWLRQ LQ WKH FLW\«WR FRQWLQXH Rur 
GULYHWRLPSURYHVWDQGDUGV ¶according to a press release (Way Ahead for 
&LW\¶V6HFRQGDU\6FKRROV 
Consequently the existing schools in the designated areas for these 
academies faced closure, amalgamation or significant structural change. In 
each case the character and ethos of the existing school would be radically 
changed. In order to position the research within one specific socio-political 
context, it was decided to locate the study in three schools affected by this 
policy.  
 
3.1.1 Description of the schools 
The data for the research project are derived from three schools within one 
Local Authority in the Midlands.  In order to maintain their anonymity, I 
have chosen to call the schools The Bernard L Stone School; Joseph Moore 
School and Thomas Tunney. The three schools serve communities which 
are located within socially deprived areas and are typically depicted in the 
media in this way: 
77 
 
«WKHGDLO\SUREOHPVLQHYLWDEO\UHIOHFWWKHVRFLDOGHSULYDWLRQRIWKHORFDO
community. On the day of our visit, (HEADTEACHER) had excluded a 
boy for 25 days for assaulting a teacher, while the same morning a 
stolen car (admittedly not taken by pupils from the school) had been 
driven at high speed around the school perimeter, providing an 
entertaining distraction for his youngsters. Burnt-out vehicles are 
regularly dumped on the school premises and litter blows around the 
playgrounds. 
(Smithers 2003) 
The three schools are briefly described below in order to try and convey 
what Thomson describes as thHSDUWLFXODUµWKLVQHVV¶ of each site. 
In order to understand thisness, it is necessary to think of the school as 
DSDUWLFXODUPDWHULDOSODFH(DFKVFKRRO µSODFH¶ LVDGLVWLQFWLYHEOHQGRI
people, happenings, resources, issues, narratives, truths, knowledges 
and networks, in and through which are the combined effects of power-
saturated geographies and histories are made manifest 
(Thomson 2002: 73) 
 
The Bernard L Stone School 
µWKHFLW\VFKRROKDVVXIIHUHGWKHXQHQYLDEOHIDWHRIEHLQJODEHOOHd the worst 
LQWKHFRXQWU\¶/RFDO3DSHU0DUFKth 2006) 1 
 
This was the site for the pilot study (briefly described in section 3.2 below). 
The school was located in the east of the city and the large 1960s structure 
                                         
1 Throughout this chapter, documents which could compromise the anonymity of the schools 
have been cited but not referenced. These include local newspaper stories, the DCSF 
Expression of Interests, and Ofsted reports.  
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was set in attractive grounds. The school was built for much larger 
numbers than it catered for at the time of the research. According to the 
µ2IILFLDO ([SUHVVLRQ RI ,QWHUHVW¶ WKHUH ZHUH  SXSLOV RQ UROO WKRXJK WKH
school capacity was 750 (DCSF June 2008). It served an area of the city 
µZKLFK VXIIHUV VHYHUH VRFLDO DQG HFRQRPLF GLVDGYDQWDJH¶ 2IVWHG 
According to this Ofsted report, roughly 40% of students were drawn from 
minority ethnic groups and a higher proportion than average had a first 
language other than English. The proportion of students with learning 
difficulties or disabilities was much higher than found in most schools.  
The school had falling numbers of students and high levels of mobility. It 
was also part of an Education Action Zone (Education Action Zones are 
partnerships, funded and answerable to the DfES, of interested parties 
working together to overcome educational and social disadvantage within a 
community) ,Q WKH /RFDO $XWKRULW\¶s original plans, the Bernard L Stone 
School was to be closed and an Academy built on its site with the staff and 
students of the existing school transferring to the Academy. However, ten 
months later the Local Authority revised their plans and stated that the 
new Academy would be run by a rival school and would be built in a new 
location. This led to a period of instability for the staff and students of 
Bernard L Stone, and at the time of the data collection this insecurity 
continued as the µ2fficial Expression of IQWHUHVW¶QHFHVVDU\IRUWKHEXLOGLQJ
of the Academy had not yet been processed by the DCSF.  
As a consequence of the uncertainty over its future, the school has 
considerable difficulty in recruiting a full complement of permanent 
staff.  
(Ofsted 2007: 3) 
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In addition, throughout this period of turbulence, there had been several 
changes to the leadership of the school. At the time of the announcement 
of the proposal that the school was to become an Academy, the school was 
led by an acting Headteacher who subsequently was promoted to 
Headteacher before leaving to take up a headship in another school. A 
member of the Senior Leadership Team was promoted to acting 
Headteacher in 2007 to lead the school to its closure date, all of these 
changes involved a consequent change of personnel within the Senior 
Leadership Team. 
 
Joseph Moore School 
µYRODWLOHDQGVRPHWLPHVGDQJHURXVFRPSUHKHQVLYHVFKRRO¶ 
(Local Paper, June 28th 2006)  
 
This small school was located in the north of the city. According to the 
µ2IILFLDO ([SUHVVLRQ RI ,QWHUHVW¶ WKH VFKRRO UROOZDV SURMHFWHG WR IDOO IURP
523 pupils to 382 in the year that the proposed Academy would open (DfES 
2006). It was in an area of social and economic deprivation which was 
designated an Education Action Zone in 1999. Over 85% of the students 
were from White British backgrounds, the remaining student population 
was from a small range of different ethnic backgrounds. The school had 
been built in 1929 and although the condition of the building was poor the 
site was of architectural interest and the staff and students talked about it 
with fondness. In March 2005, the school gained its specialist sports 
college status with information and communication technology (ICT) as a 
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second specialism. It was proposed that the school be merged with a 
neighbouring school to become an Academy serving the North of the city. 
 
Thomas Tunney School 
µ'XULQJLWVPRVWUHFHQW2IVWHGLQVSHFWLRQDQLQVSHFWRUFRQILGHGWKDWLWZDV
WKHVHFRQGZRUVWVHFRQGDU\VFKRROEXLOGLQJKH
GVHHQLQKLVHQWLUHFDUHHU¶ 
(The Guardian, March 18th, 2003) 
 
Thomas Tunney School was a much µsmaller than average size secondary 
school¶ZLWK  SXSLOV RQ UROH DFFRUGLQJ WR LWV2IVWHG UHSRUW LQ  It 
was situated in the north west of the city in an area of high deprivation. 
The school had falling rolls and above average levels of mobility. Pupils' 
attainment on entry to the school was well below average and the number 
of pupils with learning difficulties was higher than average. Less than 10% 
of pupils were from a minority ethnic background and almost all of these 
pupils had English as a first language. Thomas Tunney was also part of an 
Education Action Zone. The school was designated to close and become an 
academy specialising in health and science in September 2009. One of the 
sponsors of this Academy was the local University. The poor condition of 
the 19¶V VFKRROEXLOGLQJVZHUH UHIHUUHG WRTXLWHRIWHQE\ERWK WKH VWDII
and the students.  
 
The three schools shared some commonality. Since the introduction of 
school league tables in 1992, each of the three schools had taken its turn 
DWEHLQJODEHOOHGWKHµZRUVWLQWKHFRXQWU\¶E\WKHORFDOSUHVVDQGDWYDU\LQJ
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times the schools had been designated by the inspection regime in 
FDWHJRULHVGHVFULELQJ WKHPDVKDYLQJ µ6HULRXV:HDNQHVVHV¶RU LQQHHGRI
µ6SHFLDO 0HDVXUHV¶ The schools served three of the most disadvantaged 
areas within the city; areas which are ranked amongst the 10% most 
deprived in the country 2 . The proportion of students with learning 
difficulties or disabilities was much higher than found in most schools. The 
schools all had falling numbers of students and high levels of student 
mobility.  
Despite these turbulent times, it was not difficult to create a sample of 
twenty teachers whose years of experience within inner-city education 
collectively totalled 614 years. 
 
3.2 The pilot 
A pilot study in one of the schools, Bernard L Stone, was undertaken in 
order to reduce the risk of potential problems in the full research design 
(Van Teijlingen and Hundley 2001). The pilot study attempted to 
XQGHUVWDQGKRZDVPDOOJURXSRIVL[ORQJVHUYLQJWHDFKHUV¶SHUFeptions of 
their working lives were shaped by discourses about education within the 
United Kingdom. One aim of the pilot was to explore whether the semi-
structured interviews would generate rich data for analysis.  The second 
aim was to examine the ways in which a Critical Discourse Analysis 
methodological approach could offer a lens through some of the ideological 
FRQVWUXFWV ZLWKLQ JOREDOLVHG HGXFDWLRQDO GLVFRXUVH ZHUH µQDWXUDOLVHG¶
(Fairclough 2003) ZLWKLQWKHVHWHDFKHUV¶YRLFHV The study was designed to 
trial the application of a specific model of Critical Discourse Analysis to 
                                         
2 The information is available on a website which has not been fully referenced because the 
name of the city is included.   
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LQWHUYLHZ GDWD +\DWW¶V PRGHO RI &ULWLFDO 'LVFRXUVH $QDO\VLV &'$ ZDV
chosen because his design accounts for specific socio-political contexts (in 
this case the Academisation policy) within a CDA framework (Hyatt 2005).  
The analysis found that the qualitative interview schedule generated rich 
data and seemed to provide a way of analysing teacher voice. The 
DSSOLFDWLRQ RI +\DWW¶V PRGHO WR WKLV GDWD VHW SURGXFHG DQ DQDO\VLV ZKLFK
sKRZHG WKDW VRPH JOREDOLVHG GLVFRXUVH RI µPDQDJHULDOLVP¶ DQG
µPDUNHWLVDWLRQ¶KDGEHHQµQDWXUDOLVHG¶LQWRWKHYRLFHVRIWKHVDPSOHRIORQJ-
serving teachers.  The pilot study found tensions in trying to apply an 
H[LVWLQJPRGHORIDQDO\VLVQDPHO\+\DWW¶V IUDPework of critical discourse 
analysis (2005), because of the complexity of the interview data which 
required a much deeper analysis.  These issues are discussed more fully in 
McIntyre (2006). Accordingly, the decision was made to work from the 
data in the doctoral study, to allow the data to drive the analysis rather 
than try and fit the data to an existing schema. This process is described 
more fully in section 3.5 below. The data generated for this pilot have been 
re-analysed for this present study (discussed in section 3.4 below). 
 
3.3 Data generation 
The following sections describe various considerations and decisions made 
in the period of data generation activities which lasted for a period of 
around four months. It is important to note at this stage, that whilst there 
is a separate section outlining ethical considerations and implications for 
this, the approach of Kvale and Brinkmann has been followed in that I have 
been mindful that: 
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Ethical issues go through the entire process of an interview 
investigation, and potential ethical concerns should be taken into 
consideration from the very start of an investigation to the final report. 
(2009: 62) 
 
3.3.1 Negotiating access  
Access to the sites was negotiated with the aid of my PhD supervisor and 
existing contacts with individuals within the sites. I had originally intended 
to try and collect data from a school in the north of the city centre which 
ZDVJRLQJWREHDPDOJDPDWHGZLWKDµULYDO¶VFKRROLQDSURFHVVZKLFKZRXOG
involve closing both existing schools down and re-opening a new Academy 
on a new site.  However the head of the school declined to grant access to 
her staff as she felt there was already too much pressure on the staff 
involved and because the school was potentially facing an Ofsted inspection 
during the period of my data collection. Goodson warns that because of 
µUHFHQW FKDQJHV DQG UHIRUPV¶ LQ WHDFKLQJ WKLV µLVD GLIILFXOW DQG LQ VRPH
VHQVHDGDQJHURXVWLPHWREHSURPRWLQJVWXGLHVRIWKHWHDFKHU¶VOLIHDQG
ZRUN¶  ,W LV WKHUHIRUHQRt surprising that the head teacher of 
this first school was sensitive in this regard. Fortunately, for my study, the 
headteacher of the school they were amalgamating with gave permission 
for me to conduct the research in his school. This forced me to consider 
more fully the ethical issues surrounding who gives the consent for the 
data generation to take place. Whilst I needed the permission of the 
headteachers in the schools that gave me access to potential research 
SDUWLFLSDQWV,KDGWRFRQVLGHUZKHWKHUµVXEWOHSUHVVXUH¶KDGEHHQSXWXSRQ
WKH µVXERUGLQDWHV >WHDFKHUV@ WR SDUWLFLSDWH¶ .YDOH DQG %ULQNPDnn: 2009: 
71). Ensuring that I went through the procedures for obtaining written 
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µLQIRUPHGFRQVHQW¶IRUHDFKSDUWLFLSDQWZDVWKHZD\LQZKLFK,IHOW,FRXOG
alleviate some of these concerns.   
It was intended that the sample of interview participants be drawn from 
those who were willing to take part and who met all of the following criteria; 
 the participant was eligible (or has already received) the local 
authority long-service award 
 the participant had worked within the school for a significant 
proportion of their career 
 the participant was working in the school at the time of the 
announcement of the change to secondary provision within the 
Local Authority. 
In one school, I drew up the list and negotiated access with participants on 
an individual basis. This was because I had an existing relationship with the 
participants within the school having worked there for most of my teaching 
career.  However in the other two schools the headteachers looked at these 
selection criteria and drew up a list of potential participants. In one of 
these schools all the participants on this list were interviewed whilst in the 
other school six of the original eight took part in the research. The 
remaining two were off sick during the period of my research in the school. 
During the process of negotiating access, I found it helpful to highlight my 
own ongoing experience as a teacher in an inner-city school. Throughout 
the data generation and analysis I was thus positioned as an actor within 
WKHGLVFRXUVHZLWKLQ)DLUFORXJK¶VWHUPVDGHILQLWHµVRFLDOSRVLWLRQ¶: 
236).  
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Gaining access through existing networks ± Bernard L Stone 
The negotiation of access to the participants was different in each school. I 
KDG ZRUNHG LQ µ%HUQDUG / 6WRQH¶ IRU D QXPEHU RI \HDUV DQG WKH
interviewees were all long-standing colleagues and friends. Each participant 
gave up their non-contact time to be interviewed and the interviews 
usually took place wherever I could gain access to a quiet place at the time. 
)LYHRI WKH LQWHUYLHZV WRRNSODFH LQDGHSXW\KHDG¶VRIILFH2QHLQWHUYLHZ
took place in a small office with windows onto a teaching space reserved 
for students with emotional needs.  
There were some ethical implications inherent in conducting the research in 
my own workplace. The problem arose from my dual status as both 
teaching colleague and researcher. Unlike James, in her role as participant 
observer on the nursing ward, a teacher cannot distinguish herself from her 
colleagues and be identified as a researcher by wearing different clothes as  
state school teachers have no compulsory corporate uniform (James 1984: 
136). It was necessary to establish that the research was overt and ensure 
that the people within the field understood that everything seen and heard 
was on-record unless explicitly directed otherwise. This was made clear 
with each interviewee when negotiating the fieldwork, as was the need for 
WKHPWRSURYLGHµLQIRUPHGFRQVHQW¶ 
Kvale and BrinkmanQGHVFULEHµLQIRUPHGFRQVHQW¶DVWKHSURFHVVE\ZKLFK
potential research participants are informed of the overall design and 
SXUSRVH RI WKH UHVHDUFK DQG ZKLFK µLQYROYHV REWDLQing the voluntary 
participation of the people involved, and informing them of their right to 
ZLWKGUDZIURPWKHVWXG\DWDQ\WLPH¶'HWDLOVRIWKHLQIRUPDWLRQ
sheet about the study and the consent form signed by those participants 
who took part are provided in Appendix A.  
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Gaining access through the snowball effect± Thomas Tunney 
Access to Thomas Tunney was initially negotiated through my supervisor 
after some initial difficulties in gaining a response from the Acting Head in 
her role as gate-keeper. This resulted in a meeting with the Acting Head 
who supplied me with a list of prospective participants. I interviewed the 
Acting Head first and then she introduced me to my second interviewee. 
This second interviewee advised me to interview one of his colleagues as 
she was retiring that week; he made the original contact with her. As I was 
leaving the site after this second interview I happened to see the Acting 
Head on the corridor and she opened a classroom door and introduced me 
WR P\ IRXUWK LQWHUYLHZHH $IWHU WKLV SHULRG RI µVQRZEDOOLQJ VHPL-FRHUFLRQ¶
my access to the participants on her original list seemed to disappear. I 
tried to telephone the school to speak to individuals but rarely made 
contact with any. Eventually I asked another teacher in the school, who I 
had met at a conference previously, to try and make contact with the other 
participants. This was successful as her good-humoured approach seemed 
to allay any possible fears and help them to feel positive about being 
involved in the research. However with all my participants I ensured that 
they understood their involvement in the research was voluntary and that 
they could refuse to take part. Once I explained what I was doing and 
shared my outline of the research project with them they seemed happy to 
be interviewed and signed the participant consent form thereby providing 
µLQIRUPHGFRQVHQW¶7D\ORU 21). 
The interviews at Thomas Tunney took place in a range of locations each 
chosen by the participant. They usually took place in their teaching space 
or their office if they had one. One took place in the library at the end of 
the school day.  
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Gaining access through the gatekeeper ± Joseph Moore 
In the north of the city two schools were to be amalgamated to become an 
Academy.  I contacted a local authority staff member with responsibility for 
development of the Academy and he provided the initial contact with the 
headteacher at Joseph Moore. I then met the headteacher to explain the 
project. At that meeting the headteacher drew up a list of participants and 
said he would arrange a timetable for the interviews which would take 
place over consecutive Thursdays for a period of three weeks.  
When I arrived for the first of these days, the receptionist was expecting 
me and there was a room booked for me to conduct the interviews in. Each 
participant had been contacted by the head and turned up at the 
appropriate time. Again this had ethical implications; I was worried about 
the participants feeling pressurised to take part and so I went though the 
VDPHSURFHGXUHGHVFULEHGDERYHWRHQVXUH,UHFHLYHGµLQIRUPHGFRQVHQW¶ 
 
The cohort of twenty long-serving teachers represents a range of 
experience within the profession, in the sense that some have taken a 
pastoral route alongside those who have taken a department management 
route through the profession in a range of subject areas. Two of the 
participants were Acting Headteachers of their school; another of the 
participants has been promoted to the role of Acting Headteacher in the 
third school since the data were collected.   Six have Assistant Headteacher 
roles. Ten have middle manager roles. Those with no management 
responsibility have some type of whole school role such as ICT co-ordinator.  
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Eight of the participants had worked at the same establishment throughout 
their career. Five participants had joined their current school because their 
previous school was being closed. One was deployed from another school.  
Three were carrying out different roles in the schools before being 
approached by the schools to apply for a permanent position. The 
remaining three applied for a post that had been externally advertised.  
3.3.3 Descriptions of the participants 
The interviews, which were one-off events, record a snapshot view of the 
SDUWLFLSDQWV¶PHPRULHVRIWKHLUZRUNLQJOLYHV7KHVHDUHFRQWH[W-dependent. 
By this I mean that the place and the timing of the interview will have 
influenced what the participants talked about or presented as significant to 
them at that moment in time and place. All of the interviews took place at 
a significant time in the long-VHUYLQJWHDFKHUV¶FDUHHUV as they captured a 
specific socio-political moment in the history of schooling within the Local 
Authority; the introduction of the Academies. However within this, there 
were more localized contexts, so for example, impending retirement or 
news of an imminent Ofsted inspection will have had an effect on the ways 
in which individual participants remembered their careers in schools. I have 
tried to provide a portrait of each of the teachers in the descriptions below. 
The information for the descriptions are grounded in the information 
generated during the interview conversations and are not intended to 
represent any more than an introduction to the long serving teachers at a 
specific point in time. In order to avoid trying to speak for the teachers, I 
have presented the descriptions in the third person and supported my 
observations with actual comments from the interviews reproduced in 
italics. Whilst I have endeavoured to find a way of presenting the voices of 
the teachers, what follows is still an interpretation of the information and 
should be read as such. 
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Bernard L Stone 
Liz 
Liz had taught in the Science department at Bernard L Stone for 19 years. 
At the time of the interview she had worked for the authority for 31 years. 
She was a member of the Senior Leadership Team, as Assistant Head with 
UHVSRQVLELOLW\IRU.H\6WDJH/L]¶VKXVEDQGKDGZRUNHGDWWKHVFKRROWRR
as Head of Science. He had retired a few years previously but worked on a 
SDUW WLPH EDVLV DV WKH VFKRRO¶V H[DPLQDWLRQ RIILFHU /L]DQG KHU KXVEDnd 
had lived in a house at the top of the school drive during the early part of 
their marriage and she described most of their social life as being centered 
around events at the school.  Liz had originally trained as a primary 
teacher but had been asked informally by a former head teacher to join the 
Science department on a temporary basis to cover a period of maternity 
leave.  When the teacher she was covering returned to school, Liz 
described a post being advertised that seemed to have been created for 
her µscience teacher required; an ability to play the piano would be an 
DGYDQWDJH¶). She worked with the special needs groups in Science for most 
of her time at Bernard L Stone and had held a variety of pastoral roles 
within the school. She explained during her interview that she enjoyed 
working with the children and that her role on the SLT was not where she 
saw her career developing as she felt she was dealing with the negative 
rather than the positive aspects of the work. 
The interview took place in one oI WKHGHSXW\KHDGWHDFKHU¶VRIILFHVQH[W
door to the staffroom. Liz throughout the interview made references to the 
ways in which her husband and later her children had been involved in her 
work in the school. When asked if she would go on to work in the 
Academy, Liz replied that she thought she would try and apply for early 
retirement but that, like her husband, she would hope to come back and 
help out in the school µ,FDQ¶WVHH LWQRWEHLQJDSDUWRIP\ OLIHDQGLI ,
retire I can still see myself being associated with it in some way whether it 
be coming in voluntarily to do displays or coming in and being the 
DWWHQGDQFHRIILFHU,FDQVHHLWJRLQJRQIRUVRPHWLPHUHDOO\¶ 
Through my continued contact with Bernard L Stone, I knew that a year 
after the interview took place, Liz became Acting Headteacher of the 
school. 
Stewart 
Stewart had taught at Bernard L Stone for 27 years at the time of the 
interview. He was a Head of Year and a Science teacher. The interview took 
place in a small room, which looked oQWR WKH µ6WDU¶ URRP D VSDFH
designated for working with pupils with social and emotional needs) where 
a small group of pupils were working with some adults. I interviewed 
Stewart shortly after he had returned to school after a period of illness and 
he talked about how he felt the staff and pupils had made his return to 
work easier through their support. Throughout his interview Stewart talked 
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about taking children on camps and trips. Prior to becoming a teacher he 
had been an Outward Bounds instructor. He also spoke about the 
importance of the pastoral side of teaching and of building relationships 
with students and their families. He appeared to empathise with some of 
the problems faced by the students and talked quite emotionally about a 
range of sensitive topics. He expressed concerns about the school closing 
and becoming an Academy and had a strong personal reaction (µ,¶P
GLVPD\HG9HU\GLVPD\HG¶ DQGVDLGWKDWWKH/$¶VGHFLVLRQDQJHUHGKLP+H
stated that he would not be seeking a position in the new structure.  
Marilyn 
Marilyn had taught at Bernard L Stone for the whole of her career which at 
the time of the interview amounted to 31 years in the profession. Marilyn 
was a member of the SLT, an Assistant Head with responsibility for Key 
Stage 4. She also taught Food Technology and Health and Social Care. The 
LQWHUYLHZZLWK0DULO\QEHJDQLQRQHRIWKHGHSXW\KHDG¶VRIILFHVDQGWKHQ
moved because the room was needed to deal with a troubled student. We 
continued in the Career Advice room. As we walked along the corridor, 
Marilyn engaged with a student who was passing in a conversation about 
the local football team of which she was an ardent fan, she wore ear-rings 
with their mascot during the interview.  Marilyn talked of strong bonds with 
the children and explained that she had taught generations of some 
families, she also mentioned that she had no children of her own. Marilyn 
emphasised that there had been a culture shift during her time in the 
school and that some of the pastoral elements of school life had been 
replaced by a more academic focus which she thought was the right 
approach. She spoke about how the school had µbeen fighting for 
UHFRJQLWLRQDOOWKHWLPH,¶YHEHHQKHUHDQGMXVWDVZHDUHPDNLQJSURJUHVV
it seems that they are now closing us and I ouJKWWRWKLQNµ:K\WKHKHOO
DP,ERWKHULQJ"¶%XWZHDUHVWLOOERWKHULQJ¶ She said that she planned to 
retire when Bernard L Stone closed. 
Kathryn 
Kathryn had been teaching in the Modern Languages Department at 
Bernard L Stone for 34 years. She was also a Head of Year. Kathryn 
appeared to be very nervous throughout the interview and her answers 
were very succinct. When I gave her the transcript to check afterwards, 
she apologised for the brevity of her responses saying that interviews 
always made her feel anxious. 
During the interview, she spoke of how different the school and its 
community was to her own experiences before teaching, especially with 
regard to the multicultural dimensions of school life. She described the 
school as a µFDULQJFRPPXQLW\¶KathU\Q¶VGDXJKWHUKDGDOVRZRUNHGDWWKH
VFKRRO DV D WHDFKLQJ DVVLVWDQW WKRXJK VKH KDGQ¶W HQMR\HG LW $V VKH
reflected on her time in the school, Kathryn said that she had µDOZD\V
HQMR\HGWKHDWPRVSKHUH¶but that she felt that the pupils had become more 
µFRQIURQWDWLRQDO¶ Kathryn referred to working in the inner-city 
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as ¶FKDOOHQJLQJDQG UHZDUGLQJ¶  Although Kathryn planned to retire when 
the school closed, she said that the decision to close the school had made 
her µIHHOGHYDOXHG¶ 
Dean 
Dean had taught at Bernard L Stone for 26 years and during that time had 
held a variety of positions. He had very close links with the community 
which he referred to during his interview. During his time in school, Dean 
had put on a number of drama productions and shows and he referred to 
these with a sense of pride and fondness (as did other teachers in the 
school). He also spoke of other extra-curricular events he had been 
involved in, including the creation of a nature area within the school 
grounds. Throughout his interview, Dean referred to the social aspects of 
school life for both students and teachers. He said that he felt this had 
been lost in recent times. He expressed frustration that the hard work of 
his colleagues was not recognised by people outside school and repeated 
that he was angry about the ways in which the decision about the future of 
education in the community had been taken. He was actually in favour of a 
new Academy as he said it might be good for the community but he was 
DQJU\DERXW WKH /$¶VDXWKRULW\ WR put the control of the Academy in the 
KDQGVRIWKHULYDOPRUHµVXFFHVVIXO¶VFKRROµIt was the fact that they were 
closing the school and passing it over to someone who has worked against 
this school for so long DQG WKDW¶VZKDWPDGHPHELWWHU¶. Dean had taken 
retirement shortly before the interview took place but was working there in 
a part-time capacity on some areas of the 14-19 curriculum. 
Isabel 
At the time of the interview, Isabel had worked at Bernard L Stone for all 
25 years of her career. She was Head of Modern Languages. Isabel had 
decided to send her daughter to the school after she had been unhappy 
ZLWK KHU VRQ¶V H[SHULHQFHV LQ DQRWKHU VFKRRO ,VDEHO OLYHG ZLWKLQ WKH
catchment area of the school and her children had attended the local 
primary school so she knew some of the families in the community. Isabel 
referred to her political beliefs many times in the interview and it seemed 
that this had influenced her decision both to work in the inner-city and 
send her children to local schools. Isabel spoke with empathy about the 
children and was anxious about the move to a larger school structure. She 
felt that the small size of the Bernard L Stone was a strength and that 
some of the pupils would be µORVW OLWWOHVRXOVLQDVFKRRORIWZRWKRXVDQG¶ 
Isabel was uncertain about her future, she was too young for retirement 
but was not sure about whether she wanted to work in the new structure, 
saying that whilst she would µZDLW DQG VHH¶  she would µDYRLG LW¶  if she 
could. She said she wanted to wait until her daughter left before she made 
any decisions.  
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Joseph Moore 
The interviews at Joseph Moore all took place in a small meeting room 
leading off from the school reception. Each teacher arrived at reception to 
meet me according to the timetable set out by the headteacher. 
 
Ava 
Ava had been teaching at Joseph Moore for 12 years at the time of our 
interview. She held the position of Second in the Special Needs 
department. Prior to this, she had taught at another inner city school in the 
Local Authority for twenty years. When that school closed she was re-
deployed to Joseph Moore. Although she had started her career as a PE 
teacher, she moved into Special Needs teaching, after she started a family, 
and went part-time.  The experience of having lived through one school 
closure was something that Ava referred to frequently in the interview, µI 
have experienced enormous lows because of it and my life changed 
FRPSOHWHO\¶:KHQ,DVNHGKHUDERXWKHUUHDFWLRQVWRWKH/RFDO$XWKRULW\¶V
plans for Joseph Moore her response was, µI have grave, grave, grave 
UHVHUYDWLRQV LQ P\ KHDUW¶. Throughout the interview, Ava spoke of how 
important the relationships she had built up with her colleagues had been 
during her career. Ava became very emotional at times during the 
interview, both when she spoke about the plans for the school and when 
she spoke about her family and the ways in which her working life had had 
an effect on her home life. She was very open about the difficulties of 
balancing commitments to her children, to her elderly sick parents and to 
her school work. When I asked her about her plans for the future, she 
explained that she felt that the easiest thing to do would be to look for a 
position in another school but that she intended to µVWLFNLWRXWJRWKURXJK
with it,  follow it on.¶ 
Frank 
At the time of the interview, Frank was Assistant Headteacher at Joseph 
Moore. He had worked at the school for fifteen years and in inner city 
schools within the Local Authority for 25 years. Frank pointed out early in 
the interview that he had not sought out an Assistant Headship and that 
the senior management had approached him to take up the position. He 
had been the Head of English before this and explained that for a while he 
was doing both the Head of English and the Assistant Headship but that he 
had gone to the headteDFKHU DQG VDLG µI am politically opposed to 
$FDGHPLHVEXW,¶PGHWHUPLQHGWRJHWDMREGRZQWKHUHDQG,VDLGKRZVKDOO
,SODFHP\VHOIIRUWKLVDFDGHP\"$QGKHVDLGZHOOWKHUHDUHQ¶WJRLQJWREHD
lot of positions for a Head of English/Assistant Head you ought to actually 
EHFRPH PRUH RI DQ $VVLVWDQW +HDG VR , VDLG 2N ,¶OO FRPH RII +HDG RI
(QJOLVKZKLFK,GLG LQ6HSWHPEHU¶Throughout the interview, Frank spoke 
about various ways in which he did things that were intenGHGWRµstir it up a 
ELW¶. He spoke with passion about the ways in which he encouraged his 
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colleagues to do things differently to continue to keep English teaching as 
interesting as possible. He said that he believed that the point of education 
was to µWXUQRXWSHRSOHZKRZHUHKDSS\DQGVXEYHUVLYH¶  
Gary  
At the time of the interview, Gary had worked at Joseph Moore for all 31 
years of his career. He described his current position as Director of PE and 
School Sports and Assistant Headteacher. In his interview, Gary spoke 
about the ways in which his career in PE had developed and that he had 
gained a reputation both locally, where teachers in other schools emailed 
him for advice, and nationally, working with the Premier League.  Gary 
explained that he felt that the PE department was recognised for its 
excellent teaching and he was proud of his involvement in the successful 
bid to become a school with Sports as a Specialist status. In terms of the 
proposed changes to the school structure, he said, µZHDUHJRLng to be an 
DFDGHP\QRPDWWHUZKDWZHVD\DQGWKDW¶VUHDOO\DQQR\LQJEHFDXVHDVD
VFKRRO ZH DUH JRLQJ RQ OHDSV DQG ERXQGV¶ He intended to stay on and 
apply for a position in the new Academy but he was concerned that the 
proposed sponsors did not have Sports as a high priority:  µ,DPGHFLGLQJLI
I am going to make a fuss about it and spoil my chances of a job there but 
I would need to email the Sports Schools TUXVWLQ/RQGRQ¶. 
Grant 
Grant, having worked at Joseph Moore for all of his 30 years of his teaching 
career, was Acting Headteacher at the time of the interviews. He, too, 
came to be interviewed in the same meeting room as the other teachers 
UDWKHU WKDQ PHHWLQJ LQ KLV RIILFH *UDQW¶V VXEMHFW EDFNJURXQG ZDV 3(
During the interview, Grant appeared to be very candid about some of the 
highs and lows of his career. He spoke in detail about how a few years 
previously, he had applied for a deputy headship position within the school 
and how he had coped with the position being offered to an external 
candidate. This, and the experience of working with a particularly difficult 
head who put Grant in some very difficult situations with colleagues was 
the reason why he said now he always tried to have an open and honest 
approach with his staff, µI keep saying to peoSOH ORRN , GRQ¶W ZDQW WR
SURPLVH \RX VRPHWKLQJ WKDW , FDQ¶W GR¶ Grant spoke about how at first 
adjusting to the headship role had been difficult as he found it µDQ
LQFUHGLEO\ ORQHO\ UROH¶ Throughout the interview, Grant spoke about the 
importance of building strong relationships with his colleagues and with the 
students. During the interview, he gave lots of examples of initiatives and 
ways of working that he felt had helped take the school out of the Ofsted 
FDWHJRU\ RI µ6SHFLDO 0HDVXUHV¶ +H H[SODLQHG WKat these approaches were 
as a result of being µEUDYHU¶ and not following directives µOLNH VKHHS¶ He 
spoke about the challenges of leading a school that was going to merge 
with its traditional rival and become a new Academy. He said that he 
intended to work in the Academy when it opened.   
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Greg 
At the time of the interview, Greg had been teaching for 29 years. Greg 
had worked in the science department at Joseph Moore for the past fifteen 
years. He had moved from another inner city school within the Authority to 
Joseph Moore when the headteacher at his previous school took up the 
headship at Joseph Moore. As well as a teacher of science, Greg was also a 
Head of Year and was involved in managing a range of Local Authority 
initiatives within the school. He said that he enjoyed the fact that the 
VFKRROZDVZHOOUHJDUGHGQRZE\WKH$XWKRULW\DIWHUDGLIILFXOWSHULRGµnow 
we have got out of special measures and we have continued to move there 
is nobody I know that has just fallen back into a comfort zone. It¶s always 
OLNHQRZLIWKHUH¶VVRPHWKLQJWKHUHWKDW¶VJRLQJWRKDSSHQµVKDOOZHGRLW"¶
µ<HDKZH¶OOGR LW¶Greg spoke fondly of the students and their parents. He 
also spoke about the ways in which he tried to mentor younger teachers. 
*UHJ VDLG WKDW KH ZDVQ¶W worried about the proposed changes to the 
VFKRRO KH IHOW WKDW XQGHU *UDQW¶V OHDGHUVKLS WKH\ were well prepared for 
working in the Academy µLWVQRW OLNHDOO RID VXGGHQZHOO\RX¶UHJRLQJ WR
the Academy and everything is going to change if you actually look at the 
VFKRROZHDUHGRZQWKDWURDGDQ\ZD\¶ Greg talked a lot about change, he 
SHUFHLYHGWKDWWKHVFKRROKDGPRYHGRQIURPWKHµKLGHRXVWLPH¶before and 
during Special Measures, and that he would be applying for a position in 
the Academy but if he was unsuccessful he would view the opportunity to 
apply elsewhere as µDEUHDWKRIIUHVKDLULVQ¶WLW"6RWKHUH¶VQRIHDULQWKDW
IRUPHDWDOO¶ 
James 
James had been teaching for 27 years and had been at Joseph Moore for 
19 of these when I interviewed him. His first school had encountered 
financial difficulties, 19 years ago, and he had been redeployed to Joseph 
Moore where he has worked his way up to Head of Humanities. James 
arrived slightly late for the interview because he said he had been 
supporting a colleague within the department who was having some 
difficulties. During the interview, James talked about the difficult 
relationship he had had with a former headteacher and in particular about 
the impact of a negative HMI inspection and on a staff restructuring 
programme which had resulted in James losing a senior teacher position. 
He referred to this as a µVOHGJHKDPPHUEORZ¶and felt that despite changes 
in leadership he was still trying to prove himself, µ, DP VWLOO WU\LQJ WR
improve myself despite a lot of younger staff now in senior positions, now I 
am doing leading from the middle I have done that one, I am doing these 
extra courses, I am doing NPQH possibly and looking at leadership 
pathways¶. James was unsure about whether he would apply for a job in 
the new Academy, he was waiting to see what the curriculum would look 
like. 
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Lauren 
Lauren was the only one of my participants who had taken a break from 
teaching. She had been working as a PE teacher in another school in the 
Local Authority when she felt the need to move out of teaching because 
VKHFRXOGQ¶WVHHDQ\ZD\VRISURJUHVVLQJKHUFDUHHULQWKHVFKRROVKHZDV
LQ$IWHUDVKRUWWLPHZRUNLQJLQµ ILQDQFLDOLQVWLWXWLRQV¶she came to Joseph 
Moore on a short-term maternity cover contract and was asked to stay on 
permanently in the PE department. She had been teaching at Joseph Moore 
for 26 years when I interviewed her and during those years she had 
gradually moved from PE into Special Needs teaching and was now the 
Special Needs Co-ordinator (SENCO). Lauren spoke throughout her 
interview of the ways in which Special Measures had been a very difficult 
time. She referred to the ways in which she felt that support networks in 
the school had helped her manage this. Lauren also spoke of the ways in 
which she felt that the demands of her role had become more difficult and 
that this had affected her life outside school which was in her words µDOO
ZRUNQRSOD\¶Lauren planned to take early retirement rather than move 
on to the Academy.  
Laurence 
Laurence had been teaching at Joseph Moore for all 33 years of his career. 
In his interview he explained that he had during the early stages of his 
career held quite senior positions in the school, and had been Head of the 
Lower School.  At the time of our conversation, he was Second in Maths 
and the Year 9 achievement coordinator. µ,FKDQJHG IURPVRPHERG\ZKR
had been at the forefront. I tended to get, as often happens when new 
management comes in, pushed aside so I have got a lesser role now than I 
had 20 odd years ago¶. As he talked about his time in school, Laurence 
reflected on the ways in which his work had changed as the educational 
climate had evolved. He spoke of the supportive environment of the school 
and of the relationships he had established there. At times, the interview 
touched on very emotional issues as Laurence reflected on the ways in 
which his work life had been affected by events in his life outside school.  
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Thomas Tunney 
Joan 
When I interviewed Joan, she had been teaching at Thomas Tunney for 15 
years of her 32 year career for the Local Authority. At the time of the data 
collection at Thomas Tunney, Joan held two positions. For the majority of 
the week she was the deputy head, with responsibility for teaching and 
learning, on Fridays she took on the additional role of Acting Headteacher. 
Our interview took place on a Friday. When I arrived, I was told to wait in 
-RDQ¶V RIILFH EHFDXVH -RDQ ZDV WDNLQJ D VSHFLDO VWDII PHHWLQJ -RDQ ODWHU
joined me and told me that she had just been telling the staff that they had 
received notification of their Ofsted inspection. During our interview, Joan 
took two phone calls from concerned staff about the inspection. The third 
time the phone rang, Joan asked the secretary to transfer all calls. I 
suggested we postpone the interview but Joan said she was happy to 
continue. During the interview, she spoke of the experiences of previous 
LQVSHFWLRQV DQG RI ZRUNLQJ XQGHU µ6SHFLDO 0HDVXUHV¶ ZKLFK VKH IRXQG D
µEX]]¶Joan said that she had learnt a great deal from working in the inner 
city and that she felt that everything should be about improving the 
opportunities of the pupils. She appreciated the relationships she had with 
members of the SLT and talked of the difficult decisions that had to be 
made as a leader. She also spoke about the importance of µJHWWLQJ WKH
ZRUNDQGOLIHEDODQFH¶She was looking forward to the thought of working 
in the new Academy, µ,¶P UHDOO\ ORRNLQJ IRUZDUG WR LW ,W¶V OLNH DQRWKHU
challenge and it could be the last bit of my career so to finish it in a 
different environment, still with the same children and having a look at 
ZKDWLPSDFWWKDWKDVRQWKRVHSHRSOH,WKLQNLW¶VUHDOO\H[FLWLQJ¶   
Cliff 
The interview with Cliff took place in his office. Whilst I had been waiting 
for him in reception, he had rushed by me as he as dealing with two 
students. He asked who I was waiting for, when he realised it was him he 
apologised saying he had not had the chance to look in his diary and took 
us both to his office after finding another member of staff to deal with the 
two girls. He was initially quite brief in his responses though he appeared 
to become more comfortable as the interview progressed. Cliff was 
$VVLVWDQW +HDG DQG KH VDLG KH KDG UHVSRQVLELOLW\ IRU µachievement and 
curriculum¶DFURVVWKHVFKRRO+HDppeared to be very interested in the role 
of data and tracking in teaching and learning. He also taught Maths and 
ICT. He had worked at Thomas Tunney for all 25 years of his career. He 
H[SODLQHG WKDW KH KDG VWDUWHG DV D 3( WHDFKHU EXW KDG µmade a change 
partly through desire, partly through a sporting injury to change from PE to 
0DWKHPDWLFV¶ At the time of this change, Cliff was able to take a 
secondment and study at the local University. Cliff said that he felt he had 
been supported throughout his career by the Local Authority, and by his 
colleagues. He talked about the ways in which he felt that the work had 
FKDQJHG DQG WKDW SDUWLFXODUO\ LQ KLV FXUUHQW UROH µGetting the life work 
balance is extremely difficult¶ +H VDLG WKDW KH µZHOFRPHG¶ the proposed 
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changes to Thomas Tunney because of the µEXLOGLQJV WKH IDFLOLWLHV WKH
UHVRXUFHVRSSRUWXQLWLHV\RXQDPHLWZLOOFRPHZLWKLW¶ 
Grace 
I interviewed Grace on her penultimate day of teaching as she was retiring 
that week. She had been teaching for 38 years, and the last 15 of these 
had been at Thomas Tunney where she held the position of Assistant Head 
and SENCO. The school secretary walked me across to the block where 
*UDFH¶VRIILFHZDV$VZHZDONHG WKURXJK WKH VFKRRO WKH VHFUHWDU\GUHZ
attention to the state of the buildings. The exteriors of the building looked 
run down with peeling paint, there were seagulls swarming around and 
there was a lot of litter flying around, it was also very muddy.  Just outside 
*UDFH¶VEORFN, UDQ LQWR&OLIIZKRJUHHWHGPHSOeasantly, he was rushing 
around after some pupils who were out of lessons. Grace was waiting at 
the end of a long dark corridor ready to show me to her office. She 
apologised for the fact it was stripped of all decoration because she was in 
the process of moving out ready for retirement. The interview proved to be 
a very emotional experience and at times in the interview she cried as 
some of my questions drew on memories for her at this poignant time. 
During the interview when she talked about the school and the students 
VKHUHSHDWHGWKHZRUG µlovH¶ $IWHUWKHLQWHUYLHZVKHVDLGVKHZDVUHDOO\
interested in my research and would love to read what other teachers like 
her had to say. Grace was optimistic about the proposed changes to the 
school, µ:HOO,DPEHing positive. I am leaving so I am not worried about 
my job and lots of people will be but as far as I am concerned as long as 
they get a new building, new facilities and a curriculum that is tailored 
more to suit the children then I will support it. The means by which it is 
EHLQJGRQH ,GRQ¶WDSSURYHRIEXWWKDW¶VDSROLWLFDOPDWWHUDQG\RXNQRZ
WKHHQGV WR WKHPHDQVDQG WKDW¶VGLIIHUHQW¶  She said that the interview 
had helped her to prepare herself for her leaving ceremony the following 
day, responding WRP\WKDQNVIRUKHUFRQWULEXWLRQVE\VD\LQJµWell I have 
enjoyed it and you have helped me because by tomorrow I might be a 
human being but I doubt LW¶ 
 
Mick 
At the time of the interview Mick had been teaching for 35 years, 21 of 
these in the Maths department at Thomas Tunney. The interview with Mick 
took place in his classroom. It was at times quite distracting as his 
classroom faced onto a corridor which was quite busy with students and 
staff walking by chatting quite loudly. This was the last period of the day, 
though he was going into a meeting with his department straight after we 
finished. We were interrupted twice, once by Joan to discuss the 
arrangements for an interview the following day for an academic coach, 
Mick was to be on the panel and secondly by Cliff who had two boys with 
him who needed some maths work. With both these interruptions, Mick 
was very friendly, later in the interview he described his good relationships 
with students and colleagues, µ,¶YH JRW D YHU\ MRYLDO DWWLWXGH¶ and 
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throughout the interview he laughed a lot. As the interview progressed he 
explained how he had worked hard, as Head of Maths, to build up a strong 
and supportive team. He was keen to raise achievement and made many 
references to the ways in which he and his team had achieved good 
results. He said that he works extremely hard. Five years previously he had 
had a health-VFDUHZKLFKKHVDLGµNQRFNHGP\FRQILGHQFH¶and caused him 
to reassess his life style especially with regard to the amount of time he 
was devoting to work outside school hours. The illness clearly had 
frightened him and for him the move to the Academy was a good reason to 
apply for early retirement. He had spoken about this to his second in 
department and said he had promised her µLI \RXDUH VWUXJJOLQJ WKHQ ,¶ll 
come back¶. After the interview he took me to meet two other potential 
participants.  
Judy 
Judy met me at reception and took me to the library for our interview. Judy 
explained that she had had an unusual pathway throughout the 35 years of 
her career. At the time of the interview, she was Head of Languages and 
Head of PHSE as well as being a Head of Year. She spoke at length right 
from the start of the interview about her experiences balancing a teaching 
career with life as a single parent. Judy explained that she had taught at 
Thomas Tunney for the past 15 years and had been redeployed there after 
the closure of her previous school which she described as a µYHU\ YHU\
WUDXPDWLF H[SHULHQFH¶. At times during the interview, Judy became quite 
upset and emotional and spoke candidly about events in her personal and 
her professional life. She said that her experiences of the previous school 
closure had led her to mistrust what people were saying about the 
SURSRVHG FKDQJHV WR WKH VFKRRO µZKDW WKH\¶UH Vaying makes me very 
XQHDV\EHFDXVH,KDYHEHHQ WKHUHEHIRUH¶.  She said she was not sure if 
she would apply for a position in the new Academy, believing that there 
would not be a role for her, µ,FDQ¶WVHHDQ\ERG\KDYLQJDVWUXFWXUHWKDW¶V
got my job in it because nobody in their right mind is Head of PHSE and 
/DQJXDJHV¶. She also said that when she reflected on her achievements, 
her greatest had been her career, µ,¶GGRHYHU\VLQJOHGD\RI LWDJDLQ6R
WKDWLVZKDW,WKLQN,KDYHDFKLHYHG¶ 
Howard 
My interview with Howard took place in the last week of term. When I 
arrived, I was directed towards the reprographics room where Howard was 
ZDLWLQJ IRUPH+RZDUG¶VZLIHZRUNHGDVD UHSURJUDSKLFVDVVLVWDQW LQWKH
school though was not present for the interview. Howard had been 
teaching for 36 years, and like Judy had been redeployed at Thomas 
Tunney when his previous school closed. Whilst he was a Science teacher, 
he was also ICT coordinator, and the school Gifted and Talented 
coordinator. Howard took his time to think about his answers to my 
questions. He referred to the satisfaction he had received over the years 
through working with the pupils. He explained that he had enjoyed his 
FDUHHUEXWZDVILQGLQJWKHODWWHU\HDUVPRUHGLIILFXOWµthe lows that I have 
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had DUHDOO IDLUO\UHFHQWDQGWKH\DUHDOO WRGRZLWKFKDQJH¶He explained 
how changes over the last 5 years to his work had affected his life outside 
school and that coping with change was having a detrimental effect on his 
health. He described the move to the Academy as a µFKDQJH WRRIDU¶He 
said he was able to cope by focusing on the fact that he was working 
towards buying a house in France. At the end of the interview he 
DSRORJL]HGIRUDSSHDULQJVRµmercenary¶DQGVDLGWKDWKLVDQVZHUVPD\ZHOO
have been different if the interview had been at the start of the term when 
he was less exhausted, he described himself as µKDQJLQJRQE\P\ILQJHU
QDLOV¶ 
 
The table below presents an overview of the cohort of research participants. 
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Table 2: The Cohort 
Pseudonym Gender Name of 
School 
Position in School at 
time of data collection 
Reason for 
applying to the 
school 
Years at 
the school 
Years in the 
Local Authority 
Years of 
Service 
Ava Female Joseph Moore Second in Special Needs (p/t) Redeployed from school 
closure 
12 32 32 
Cliff Male Thomas 
Tunney 
Assistant Head 
Maths and ICT teacher 
First Appointment 25 25 25 
Dean Male Bernard L 
Stone 
14-19 curriculum leader 
English teacher 
Asked to apply after being 
a community teacher 
26 36 36 
Frank Male Joseph Moore Assistant Head 
English teacher 
Applied for advertised post 15 25 25 
Gary Male Joseph Moore Assistant Head 
Director of School Sports 
First appointment 31 31 31 
Grant Male Joseph Moore Acting Headteacher First appointment 30 30 30 
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Pseudonym Gender Name of 
School 
Position in School at 
time of data collection 
Reason for 
applying to the 
school 
Years at 
the school 
Years in the 
Local Authority 
Years of 
Service 
Grace Female Thomas 
Tunney 
Assistant Head 
SENCO 
Redeployed after school 
closure 
15 38 38 
Greg Male Joseph Moore Head of Year 
Science teacher 
Applied for advertised 
post 
15 29 29 
Howard Male Thomas 
Tunney 
ICT Co-ordinator/ G+T Co-
ordinator 
Science teacher 
Redeployed after school 
closure 
15 36 36 
Isabel Female Bernard L 
Stone 
Head of Modern Languages First appointment 25 25 25 
James Male Joseph Moore Head of Humanities Redeployed 19 27 27 
Joan Female Thomas 
Tunney 
Deputy Head 
Acting Headteacher (p/t) 
Applied after school 
closure 
15 32 32 
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Pseudonym Gender Name of 
School 
Position in School at 
time of data collection 
Reason for 
applying to the 
school 
Years at 
the school 
Years in the 
Local Authority 
Years of 
Service 
Judy Female Thomas 
Tunney 
Head of Languages 
Head of PSHE 
Head of Year 
Redeployed after school 
closure 
15 35 35 
Kathryn Female Bernard L 
Stone 
Head of Year 
French teacher 
First appointment 34 34 34 
Lauren Female Joseph Moore SENCO Asked to apply after 
covering maternity cover 
26 34 34 
Laurence Male Joseph Moore Second in Maths 
Year 9 achievement co-
ordinator 
First Appointment 33 33 33 
Liz Female Bernard L 
Stone 
Assistant Head (KS3) 
Science teacher 
Asked to apply after 
covering maternity cover 
19 33 33 
Marilyn Female Bernard L 
Stone 
Assistant Head (KS4) 
Food Technology teacher 
First appointment 31 31 31 
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Pseudonym Gender Name of 
School 
Position in School at 
time of data collection 
Reason for 
applying to the 
school 
Years at 
the school 
Years in the 
Local Authority 
Years of 
Service 
Mick Male Thomas 
Tunney 
Head of Maths Applied for advertised 
post 
21 35 35 
Stewart Male Bernard L 
Stone 
Head of Year 
Science teacher 
First appointment 27 27 27 
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3.3.2 Ethical considerations 
As VWDWHG DERYH µHWKLFDO LVVXHV SHUPHDWH LQWHUYLHZ UHVHDUFK¶ .YDOHDQG
Brinkmann 2009: 16), and were considered at each stage of the research 
design, analysis and the dissemination, which consisted of papers 
presented at conferences and in the writing of this thesis. Throughout the 
processes of access, data collection, analysis and dissemination, I aimed, 
as far as I was able, to µSURWHFW SDUWLFLSDQWV IURPKDUP¶, and follow the 
JXLGLQJ SULQFLSOH WKDW WKH UHVHDUFK ZLOO µPDNH D GLIIHUHQFH¶ 0XUSK\ DQG
Dingwall 2001: 347). As a result the design of the research strategy has 
EHHQ PLQGIXO RI %(5$¶V JXLGHOLQHV %(5$  , DOVR REWDLQHG HWKLFDO
clearance for the research design from the university.  
I took particular care to take ownership of the responsibility to ensure that 
P\FRQGXFWEHIRUHGXULQJDQGDIWHUWKHLQWHUYLHZVGHPRQVWUDWHGµLQWHJULW\¶ 
The knowledge produced by such research depends on the social 
relationship of interviewer and interviewee, which rests on the 
LQWHUYLHZHU¶VDELOLW\WRFUHDWHDVWDJHZKHUHWKHVXEMHFWLVIUHHDQGVDIH
to talk of private events recorded for later public use. This again 
UHTXLUHV D GHOLFDWH EDODQFH EHWZHHQ WKH LQWHUYLHZHU¶V concern for 
pursuing interesting knowledge and ethical respect for integrity of the 
interview subject. 
(Kvale and Brinkmann 2009: 16) 
However there were some ethical consequences of the interviews that I 
KDGQ¶W IRUHVHHQ DW WKH UHVHDUFK GHVLJQ VWDJH )RU H[ample, neither 
interviewer nor participant can be fully prepared for what emotional 
responses the interview might provoke. Goodson and Sikes refer to the 
µWKHUDSHXWLFSRWHQWLDO¶ of such interviews (2001: 26). For some participants, 
the interview drew on poignant memories from both their professional and 
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personal lives; in two cases the participants were in tears as they talked to 
me. In her interview, Ava explicitly refers to µmemories I have tried 
consciously to suppress¶. The participants seemed to want to share these 
H[SHULHQFHVDQG*RRGVRQDQG6LNHV¶VDGYLFH WR OHW WKHSDUWLFLSDQWGHFLGH
µZKHWKHUWRWDONDERXWDSDUWLFXODULVVXH¶ZDVIROORZHG$WWLPHV
the participants talked about very personal emotional events and these 
interviews had an unanticipated impact upon me as I took some of this 
µHPRWLRQDOEDJJDJH¶Dway from the interview with me as the stories they 
had shared about deeply poignant issues stayed with me for some time 
after the interviews.  
Another concern was that of my conducting a IRUPRIµLQVLGHUUHVHDUFK¶LQ
one of the schools. This has obvious implications in terms of confidentiality 
and anonymity because anyone reading the research who knows me will 
know the identity of one of the three schools and may possibly be able to 
identify some of the participants. I took measures to ensure that only very 
hazy details of the interviewees are shared (in terms of subject area taught 
and years of service). When I have been discussing the study at 
conferences and seminars I have taken the decision to omit the reference 
to one of the schools being a former workplace of mine. However for the 
purposes of this thesis I felt it important to retain this detail. Another 
related ethical dilemma was how to manage the tensions that I 
encountered when dealing with information presented in the interview 
situation which might run counter to my own beliefs and practices when 
working alongside the participant outside of the context of the interview.  
In many ways my experiences echoed that of Portelli, who writes about the 
LVVXHV VXUURXQGLQJ FRQGXFWLQJ UHVHDUFK LQ RQH¶V µRZQ SHUVRQDO DQG
SURIHVVLRQDOEDFN\DUG¶ 
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There was another ethical conflict that I had not foreseen either at the time 
of the research design or the period of data collection. Since conducting the 
interviews, I have moved on professionally and my work now involves 
going into schools to work with beginner teachers on a range of Initial 
Teacher Education programmes. One of my tutees is working in a school 
where one of my research participants is now headteacher. This participant 
voiced some very anti-authoritarian concerns during the interview and was 
YHU\µRII-PHVVDJH¶DERXWWKHIRUWKFRPLQJPRYHWR$FDGHP\VWDWXV, which if 
known could compromise his position as leader of the Academy. Sikes 
GHVFULEHV D VLPLODU H[SHULHQFH ZKLFK DV VKH VD\V UDLVHV µPRUH HWKLFDO
questions about personal and professional responsibility and about the 
ways in which different roles can overlap ± but this is the reality of 
UHVHDUFK¶6LNHV 
Each participant was given a pseudonym based on a Hollywood icon from 
the 1940s and 1950s (for no other reason than I enjoy films from the era). 
In order to preserve the anonymity of the respondents, the interview data 
were analysed vertically and horizontally (Kelchtermans and Ballet 1999). 
This involved analysing each complete interview transcript separately and 
then subsequently tracking themes across the data set as a whole. As 
PLJKW EHH[SHFWHG IURPFRQYHUVDWLRQV DERXW DQ LQGLYLGXDO¶V FDUHHU VRPH
questions/prompts had deeper significance than others and these varied 
from participant to participant. 
The interviews were voice recorded and transcribed. One participant from 
Thomas Tunney asked how long the data would be stored for. I explained 
that it would be held securely on my university computer and would only 
be held for the period of dissemination activities. None of the other 
participants commented on the recording of the data. To ensure that the 
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data is an accurate representation of what they said the interviewees were 
given transcripts of the interviews for verification. This was a further 
imposition on their time and good will which in some sense had been 
already compromised by giving up non-contact time or time after school to 
participate in the interviews. However it was ethically important to provide 
an opportunity for respondent validation. No changes to the transcripts 
were requested 
3.4 The Interviews 
3.4.1 Interviewing the participants 
The importance of locating teacher voice within these contexts was a key 
factor in the choice of qualitative interviews used in this study. However 
the processes of trying to locate teacher voice are not unproblematic.  
:LWKLQ D JURZLQJ ERG\ RI UHVHDUFK LQWR WHDFKHUV¶ H[SHULHQFHV RI WKHLU
working lives (Buchmann and Schwille 1983, Buchmann 1989, Hargreaves 
1984, Huberman 1983, Troman and Woods 2000, Dhunpath 2000, Day et 
al 2006) LV D JURZLQJ LQWHUHVW LQ WHDFKHUV¶ YRLFH+DUJUHDYHV HPSKDVLVHV
WKDW µWHDFKHUV¶ YRLFHV KDYH IUHTXHQWO\ EHHQ VLOHQFHG E\ SROLF\ DQG
suppressed or GLVWRUWHG ZLWKLQ HGXFDWLRQDO UHVHDUFK¶ +DUJUHDYHV 
12). When this research has not been silenced or distorted, Goodson and 
+DUJUHDYHV DUJXH WKDW LW LV DEOH WR µWKURZ QHZ OLJKW RQ WKH µODQJXDJH RI
SRZHU¶ZKLFKLVXVHGZLWKLQRIILFLDOUKHWRULFVDQGGLscourses of educational 
FKDQJH¶*RRGVRQDQG+DUJUHDYHV 
In an article analysing the social histories of educational change, Goodson 
LGHQWLILHV µH[WHUQDOO\ PDQGDWHG FKDQJH¶ DV DQ H[DPSOH RI VRFLDO DQG
political context which has had an adverse eIIHFWRQH[SHULHQFHGWHDFKHUV¶
VHQVHV RI µSDVVLRQ DQG SXUSRVH¶  49). Goodson challenges the 
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assumption that change is synonymous with improvement and advocates 
WKDWZHTXHVWLRQWKH µPRUDOLW\RIFKDQJH¶*RRGVRQ+HDUJXHV
that there is a daQJHUWKDWWKHµKHDUWVDQGPLQGV¶RILQGLYLGXDOVZLWKLQWKH
profession could be lost with the increased pressures on accountability and 
LQ WKH DGPLQLVWUDWLYH DVSHFWV RI WHDFKLQJ +H ZDUQV WKLV µFRXOG OHDYH
teaching as technical delivery divorced from patterns of caring commitment, 
YRFDWLRQDO SXUSRVH DQG HPRWLRQDO RZQHUVKLS DQG LQYHVWPHQW¶ *RRGVRQ
2003: 69). Hargreaves (1994a) draws on extensive interview material and 
provides detailed descriptions of teachers and teaching within the context 
of perpetual educational reform. He recognises that teaching is highly 
personal and creative and suggests that these features have been eroded 
ZLWKLQWKHFXUUHQWFOLPDWHRIVFKRROV'D\HWDO¶VORQJLWXGLQDOVWXG\
of teachers and their working lives seems to echo the need for the 
emotional and personal aspects of teaching, for teachers to feel high levels 
of self-esteem in their private and professional lives: 
Effective teaching requires emotional and intellectual investments from 
teachers which draw upon personal and professional capacities and 
experiences, knowledge and skills 
(Day et al 2006: 40) 
5HVHDUFK LQWR WHDFKHUV¶ OLYHVQHHGV WRHPEUDFHSURIHVVLRQDODQGSHUVRQDO
experiences within an understanding of the wider political and social 
contexts. Goodson turns to WHDFKHUV¶VWRULHVDQGQDUUDWLYHVDVa means of 
PRYLQJ EH\RQG µWKH UHSUHVHQWDWLRQDO FULVLV¶ WRZDUGV WKH µQLUYDQD RI WKH
QDUUDWLYHWKH9DOKDOODRIYRLFH¶ 
However, Goodson acknowledges critics who articulate problems associated 
with trying to re-present the voices of teachers who are often cast into the 
role of the other or the oppressed. He describHVWKLVDVµWKHGHYLO¶VEDUJDLQ 
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RI UHVHDUFK¶ ZKHUHHGXFDWLRQDO UHVHDUFKHUVKDYH WRRRIWHQ µWDONHG
SDVW¶WKHSHRSOHWKH\KDYHVRXJKWWRUHSUHVHQW, and that in the discourses 
of productivity and accountability this has been potentially even more 
damaging to teachers who have been silenced in many of the debates 
about the ways in which education is moving: 
The politics of representations associated wLWKWKHGHYLO¶VEDUJDLQKDYH
therefore, had a pernicious effect in representing teachers. The task is 
to use the current crisis to reorder priorities, and develop patterns of 
research and representation which rescue silent lives and silenced 
voices. A neZ FROODERUDWLYH PRGHO IRFXVLQJ RQ WKH WHDFKHU¶V OLIH DQG
work but retaining a reflective critical and theoretical dimension is 
required, and faculties of education must play a proactive part.  
(Goodson 2003: 14) 
 
Goodson proposes that research which attempWV WR µJLYH YRLFH¶ VKRXOG
inFRUSRUDWHZKDWKH UHIHUV WRDV µJHQHDORJLHVRI FRQWH[W¶ *RRGVRQ: 
48). This involves the researcher locating the voice within wider social and 
SROLWLFDO FRQWH[WV VR WKDW WHDFKHUV¶ YRLFH PRYHV IURP DQHFGRWDO
recollections to representations which can be generalisable to broader 
contexts.  
Goodson proposes that life histories rather than life stories are an 
important methodological tool in attempting to represent teacher voice 
EHFDXVHZKLOVWWKHODWWHUSURYLGHVDµVQDSVKRW¶LQWRDQLQGLYLGXDOWHDFKHU¶V
H[SHULHQFH WKH IRUPHU µFRQWH[WXDOLVHV DQG SROLWLFLVHV¶  10). Life 
KLVWRULHV WKHUHIRUH LQFRUSRUDWH WKH SDUWLFLSDQW DQG WKH UHVHDUFKHU¶V
understanding of the social and historical contexts underpinning the story 
told in the interview. *RRGVRQDQG6LNHVH[SODLQWKDW µOLIHKLVWRU\ZRUN¶LV
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µRIWHQFROODERUDWLYHZLWK UHVHDUFKHUDQGLQIRUPDQWVHHNLQJPHDQLQJVDQG
H[SODQDWLRQV WRJHWKHU¶   , ZDV XQDEOH WR EXLOG WKLV W\SH RI
collaborative analysis into my research design because of constraints on 
P\SDUWLFLSDQWV¶WLPH,KDYHWKHUHIRUHDYRLGHGWKHWHUPµOLIHKLVWRULHV¶DQG
XVHG WKH ODEHO µFDUHHU KLVWRULHV¶ WR WU\ DQG UHWDLQ WKH LPSRUWDQFH RI WKH
socio-political context of the interview.  There were times during the 
interview conversations when I felt that the participant and I worked 
together through discussion to further our understanding of an issue or an 
event though I can only make a claim here for any analysis being my own 
interpretation of the discussion and not speak for the teacher involved.  
A method which attempted to capture a socio-political context was 
considered especially relevant to the research focus of my study. The three 
schools which were on the cusp of structural change at the time of the data 
generation were in danger of losing the elders within their community for 
ZKRPWKLVODWHVWFKDQJHZDVWRRPXFK*RRGVRQDUJXHVWKDWWKHµSXUJLQJ
RIWKHµROGSURIHVVLRQDOV¶LQWKHIDFHRIQHZFKDQJHDQGUHIRUP¶FRXOGUHVXOW
LQWKHVFKRROVVXIIHULQJIURPFROOHFWLYHµPHPRU\ORVV¶DQGFRXOGSRWHQWLDOO\
OHDYHDVFKRROZLWKRXW µSDVVLRQRUSXUSRVH¶DVD UHVXOWRI WKHLUGHSDUWXUH 
(2007:33). 
Consequently, in-depth semi-structured interviews with long-serving 
teachers about their career histories in the three schools generated 
privileged data. I have also drawn on Kvale and BrinkmanQ¶VQRWLRQRID
µVHPL-VWUXFWXUHGOLIHZRUOGLQWHUYLHZ¶ZKLFKLV 
defined as an interview with the purpose of obtaining descriptions of 
the life world of the interviewee in order to interpret the meaning of 
the described phenomena. 
(2009:3) 
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7KH µORRVHU¶ VWUXFWXUH RI VHPL-structured interviews afforded the long-
serving teachers the opportunity to reflect on events and choices made in 
their recollections of their career histories, corresponding to Fontana and 
)UH\¶V FRQFHSW WKDW µLQWHUYLHZ SDUWLFLSDQWV DUH µDFWLYHO\¶ FRQVWUXFWLQJ
NQRZOHGJHDURXQGTXHVWLRQVDQG UHVSRQVHV¶ 7KHSXUSRVHRI
WKHLQWHUYLHZZDVQRWWRJHQHUDWHµFRUUHFW¶DQVZHUVRUHOLFLWDERG\RIIDFWV
Rather it was to enable particLSDQWV WR µDFWLYHO\ FRQVWUXFW WKHLU VRFLDO
ZRUOGV¶ 6LOYHUPDQ DQG DWWHPSW WR µXQGHUVWDQG WKHPHV RI WKH
OLYHG HYHU\GD\ ZRUOG IURP WKH VXEMHFWV¶ RZQ SHUVSHFWLYHV¶ .YDOH DQG
Brinkmann 2009: 27).  It would be unrealistic to assume that the 
researcher does not have greater control over the content of the interview 
WKDQ WKH SDUWLFLSDQW $Q LQWHUYLHZ LV DIWHU DOO D µFRQYHUVDWLRn with a 
SXUSRVH¶ %XUJHVV . It was necessary for the interviewer to take 
responsibility for creating an open atmosphere which was made more 
difficult by the fact that the interviews were one-off events, so it was 
important to create an environment for the encounter which did not make 
the interviewee or respondent feel inhibited.  
,QDGGLWLRQWKLVµORRVHUVWUXFWXUH¶FDQOHDGto the interviewer appearing to 
ORVHµVRPHFRQWURORYHUWKHLQWHUYLHZDQG\LHOGLQJLW WRWKHFOLHQW¶0HDVRU
1985: 67, cited in Bryman 1988: 50). The extract below is taken from the 
transcript of the beginning of my interview with Ava, one of the teachers at 
Thomas Tunney. Throughout the thesis, I present data from the interviews 
in italics.  
JM: Can you tell me a little about yourself? What subject do you 
teach? 
Ava: I was going to ask you that. 
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+RZHYHU$YD¶VUHVSRQVHRUDYRLGDQFHRIWKHTXHVWLRQDQGmy handling of 
this may reflect what Kvale and Brinkmann refer to as an ethical issue 
pertaining to the specific context of the interview situation (2009: 63). 
$YD¶VUHVSRQVHFRXOGLQGLFDWHWKDWVKHZDVIHHOLQJDQHOHPHQWRIVWUHVVDQG
needed to assert herself in a position of strength which is evident in the 
extract from the way in which the interview conversation progressed: 
JM: I teach English 
Ava: You teach English. Well I do actually, but it was a secondary 
subject to me I came as a PE teacher. So I teach the Special Needs 
and Foundation students in the school who are the lowest of the 
ability range so we take them off and do work which is absolutely 
catered to their needs  
'XULQJWKHLQWHUYLHZLWVHOI,LQWHUSUHWHG$YD¶VXQFRQYHQWLRQDOUHSO\WRWKH
apparently neutral non-FRQIURQWDWLRQDO µZDUP XS¶ TXHVWLRQ DERXW KHU
subject area as evidence of Ava feeling under pressure. This became 
clearer a few minutes later in the interview, when Ava referred to the fact 
that her previous school and my, then, workplace had been in competition 
ZLWKHDFKRWKHU µ\RXZHUHRXUDUFKULYDOV¶. Her previous school had been 
FORVHGGRZQDQG,LQWHUSUHWHGWKDW$YDDSSRUWLRQHGVRPHRIWKHµEODPH¶IRU
this onto my own workplace which I was, in her mind, representing at this 
point in the interview. 
It was intended that the interviews should be held in a quiet place with 
minimal chance of disruption. In reality this was not always the case, 
ZKHUH WKH LQWHUYLHZV WRRN SODFH LQ DQ LQWHUYLHZHH¶V RIILFH ZH ZHUH RIWHQ
disturbed by phone calls. A more extreme illustration of this was my 
interview with the Acting Headteacher of Thomas Tunney School.  The 
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interview took place immediately after she had informed the staff that they 
were to be inspected the following week. Our conversation was marked by 
a series of interruptions from concerned staff. Where interviews took place 
in more public places, such as a classroom or a library we were often 
interrupted by students needing help with something. As already stated, I 
worked in one of the sites, and this flow of interruptions in the other 
schools gave me a picture of how similar school environments are; they 
helped me 
gain a recognizable impression of how particular lives are lived and 
expressed in a day-today context. 
 (Goodson and Sikes 2001: 3) 
 
 
3.4.2 The interview topics 
A possible advantage of the one-WLPH LQWHUYLHZ LV WKDW LW FRXOG µEULQJ WR
OLJKW QHZ WRSLFVDQG WKHPHV LQ SUHYLRXVO\XQH[SORUHG DUHDV¶ +DUJUHDYHV
  WKHUHE\ DOORZLQJ IRU µWUXWKV¶ WR SRVVLEO\ EH µXQFRYHUHG¶
(Wetherell 2001: 391). Kvale and BrinkmanQ¶V WUDYHOOHU PHWDSKRU KDV
UHVRQDQFHKHUH7KH\XVH WKHPHWDSKRURI WKH µLQWHUYLHZHU-WUDYHOHU¶ VLF
who  
walks along with the local inhabitant, asking questions and encouraging 
them to tell their own stories of their lived world...The journey may not 
only lead to new knowledge; the traveller might change as well. The 
journey might instigate a process of reflection that leads the traveller to 
new ways of self-understanding 
 (2009: 48-9) 
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+RZDUG¶VLQWHUYLHZLVDQH[DPSOHRIWKLV 
If sRPHRQHKDGVDLG µ$UH\RXVWUHVVHG"$UH\RX IHHOLQJFORVHWRD
QHUYRXVEUHDNGRZQ"¶,¶GKDYHVDLGµ1R¶%XWRQUHIOHFWLRQLI\RXDUH
JRLQJWREHGDWRQHR¶FORFNEHFDXVH\RXFDQ¶WJHWWRVOHHSDQG\RX
are waking up at four thinking of school that is pretty baG« 
 
Throughout the design and conduct of the interviews I have followed 
another of Kvale and BrinkmanQ¶V SRVLWLRQV RQ LQWHUYLHZ FRQYHUVDWLRQV
being µLQWHUYLHZV¶ ZKHUHµWKHUHLVDQDOWHUQDWLRQEHWZHHQWKHNQRZHUVDQG
the known, between the constructors of knowledge and the knowledge 
FRQVWUXFWHG¶ 
Because the interviews were semi-structured it was unnecessary to ask the 
questions in an identical order. To try and create a conversational 
atmosphere, with the interviewer being a responsive participant, some of 
the questions were embedded within others or dealt with by responses to 
other questions. As discussed above it was my intention that the interviews 
followed a loose VWUXFWXUH WDNLQJ WKH IRUP RI D µJURXQGHG FRQYHUVDWLRQ¶ 
(Goodson and Sikes 2001: 28). The interviews at Bernard L Stone (my own 
school) usually began with a conversational preamble about specific events 
that may have occurred during the day before I would remind them of my 
research topic and explain why I wanted to talk to them in particular. In 
the other two schools, I usually started the interviews by sharing my 
experiences and background to communicate to my participants that I 
VKDUHGD µFRPPRQJURXQG¶ with them (ibid: 28). My intention in doing so 
was to help them relax and the interviews often started with them asking 
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me questions about how the Local Authority decisions had been impacting 
upon my colleagues at Bernard L Stone. 
The interview schedule was used as a series of prompts and the extent to 
which I had to refer back to it varied with each participant. Some seemed 
to take the opportunity to use the interview to talk about topics that had 
particular significance to them whilst others were happy to respond to each 
question in turn. The interview conversation for some participants became 
a vehicle for evoking what GoRGVRQ HW DO  UHIHU WR DV µVRFLDO
QRVWDOJLD¶where memories of events in their professional lives were linked 
with home, family  and the school community whereas other participants 
HYRNHG µpolitical QRVWDOJLD¶ where these events were tied in with 
ideologically charged memories of loss of status and power. Some 
combined both types of nostalgia in their conversations. 
The topics covered by the pilot interview schedule were as follows: 
 Career history/progression 
 Change (mandated and self-initiated) 
 Highs and Lows of their time in the profession 
 The urban context 
 What their school symbolises  
 Responses to the Local Authority¶VSODQV. 
The interview schedule was revised slightly after the pilot study and three 
further topics were introduced. This was because they emerged as 
seemingly important topics to the participants in the pilot:  
 Coping with change 
 The point of education 
 Specific policies aimed at turning around underachievement.  
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As the interviews progressed the topic of life-work balance emerged and 
this was added as a subsequent prompt in later interviews. The interview 
schedule is presented in Appendix B.  
I have presented a full transcript of the interview with Laurence from 
Joseph Moore in Appendix C. This is to provide some transparency to the 
interview process described in this chapter. 
 
3.5 Analysis 
Following Kvale and Brinkmann, the approach to conducting and analysing 
WKH LQWHUYLHZV ZDV µSUDJPDWLF¶ LQ WKDW , KDYH QRW IROORZHG D VSHFLILF
epistemological or ontological process of inquiry (2009). Rather the 
analysis of the transcribed data blends a phenomenological approach, 
looking at how the teachers have experienced their lives in schools, with a 
hermeneutical focus on the ways in which they and I have interpreted this 
experience, and a discursive approach which examines the ways in which 
they have constructed this experience through their use of metaphors.   
 
3.5.1 Thematic analysis 
The analysis of the data took place over a series of months and involved 
slicLQJWKRXJKWKHGDWDZKLOVWORRNLQJDWLWWKURXJKDYDULHW\RIµOHQVHV¶,W
was important to my commitment to the voices of my participants that I 
endeavoured to allow the data to speak. This was behind the decision to 
transcribe the interviews in full. For the pilot study I paid for a transcriber 
to do this but I felt that this created a sense of distance between myself 
and the data, so for the doctoral study I undertook to carry out the 
transcriptions myself (taking care also to listen to the original recordings of 
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the interviews used in the pilot and to ensure that the transcripts were an 
accurate representation). Consequently, an inductive analysis of the 
dataset was undertaken (Kvale and Brinkmann 2009). As Braun and Clarke 
H[SODLQ µLQGXFWLYH DQDO\VLV Ls therefore a process of coding the data 
without trying to fit it into a pre-H[LVWLQJ FRGLQJ IUDPH«VR WKHPDWLF
DQDO\VLVLVGDWDGULYHQ¶,QWKHILUVWLQVWDQFH,DQDO\VHGWKHIXOO
transcripts of three interviews (one from each school site but otherwise a 
UDQGRP VHOHFWLRQ WR WU\DQG FDSWXUH D VHQVH RIDQ\ HPHUJLQJ µWKHPHV¶
According to Braun and Clarke,  
a theme captures something important about the data in relation to the 
research question, and represents some level of patterned response or 
meaning within the data set. 
(2006: 82) 
From this initial analysis of the three interview transcripts, emerging 
themes were compared and categorised, and subsequently confirmed or 
modified following coding of the data (using NVivo). The two major 
µWKHPHV¶ WKDt came out of this were the importance of place and 
relationships. The remaining transcripts were then analysed to see how far 
these macro-themes were also reflected in the interviews with the 
remaining participants.  
Then, the literature on place and relationships was studied to allow for a 
more informed review of the transcripts. The review of the relevant 
literature has already been discussed in chapter two. The re-analysis of the 
data took place at two distinct stages. The literature on place helped to 
provide a more detailed account of the group of themes associated with 
this concept and facilitated a slice through the data using place as a lens of 
analysis. The findings and discussion of these findings about locational ties 
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are presented in chapter four. This approach was repeated at a later date 
with a focus on relational ties. This analysis is reported and discussed in 
chapter five. These social memories were grouped together under the 
macro-theme of µrelational ties¶ during the process of categorising the 
emerging themes from the data. This macro-theme is made up of three 
VWUDQGV7KHILUVWFRPSULVHVWKHPHVWKDWGUDZRQµUHODWLRQVKLSVRULJLQDWLQJ
LQVFKRRO¶WKHVHFRQGLVPDGHXSRIWKHPHVZKLFKµH[WHQGWKHIDPLO\¶WKH
third encompasses themes relatiQJ WR UHODWLRQVKLSVZKLFKH[WHQG µEH\RQG
WKHVFKRROJDWHV¶ 
Chapter six provides a very different re-analysis of the data which 
incorporates a discourse analysis approach to the long-serving teachers¶ 
use of metaphor to express their experiences. This approach is described in 
section 3.5.1 below. 
6R WKURXJKRXW WKH DQDO\VLV , DGRSWHG D µEULFRODJH¶ LQWHUSUHWDWLRQ DQG
DQDO\VLV RI WKH GDWD LQ GRLQJ VR , µPRYHG IUHHO\ EHWZHHQ GLIIHUHQW
DQDO\WLFDOWHFKQLTXHVDQGFRQFHSWV¶.YDOHDQG%ULQNPDnn 2009: 231) and 
thrRXJKRXW WKH SURFHVV KDG WR µDGRSW D SKHQRPHQRORJLFDO VXVSHQVLRQ
SODFLQJ >P\ RZQ@«FRQFHSWLRQV LQ EUDFNHWV LQ DQ DWWHPSW WR DWWDLQ D
PD[LPXP RSHQQHVV WR WKH WH[WVDV WKH\ SUHVHQW WKHPVHOYHV¶ .YDOHDQG
Brinkmann 2009: 239). This has led to there being, at times, an uneven 
SUHVHQWDWLRQ RI WKH GDWD ZKHUH IRU H[DPSOH .DWKU\Q¶V LQWHUYLHZ LV QRW
referred to in the discourse analysis because she did not in any manifest 
way draw on conceptual metaphors to voice her experiences.  
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3.5.1 Discourse analysis 
The interviews carried out with the participants were discourse events 
within a particular context, where the long-serving teachers could 
(consciously or otherwise) construct a particular identity in their career 
KLVWRU\QDUUDWLYHVZLWKLQDµVLWXDWHGHQFRXQWHU¶Abel and Myers 2008: 159). 
Analysis of the whole interview transcript within a particular socio-cultural, 
historical and political context involves approaching the interview data from 
DµGLVFRXUVHDQDO\WLFDOSHUVSHFWLYH¶:RGDN 2008: 22) which allows for an 
understanding of identity and experience as a postmodern concept which is 
socially and linguistically constructed. One way in which this can be 
explored is through an analysis of the metaphors which the participants 
draw on whilst articulating their working-life histories. I have taken the 
SRVLWLRQWKDWWKHSDUWLFLSDQWVDUHQRWSURYLGLQJDµWUXHGHVFULSWLRQ¶DQGWKDW
WKH µLQWHUYLHZV GR QRW SURGXFH UHOLDEOH REMHFWLYH NQRZOHGJH¶ .YDOH DQG
Brinkmann 2009: 228). If they were to be re-interviewed or interviewed by 
another researcher the long-serving teachers may well present a different 
DFFRXQW RI WKHPVHOYHV +RZHYHU , KDYH IRXQG WKDW µLQWHUYLHZLQJ LV D
VHQVLWLYHPHWKRGWRLQYHVWLJDWHWKHYDU\LQJVRFLDOSUHVHQWDWLRQVRIWKHVHOI¶
and as such my analysis of thHPHWDSKRUVZLWKLQWKHGLVFRXUVHLVDµYDOLG
PHWKRG¶VLQFH,DPQRWWU\LQJWRDUWLFXODWHWKHWHDFKHUV¶VHOYHVDVµVWDEOH
DXWKHQWLF HVVHQFHV¶ .YDOH DQG %ULQNPDnn 2009:228). What I can 
articulate is a provisional attempt to re-present ways in which the long-
serving teachers conceptualised their working-life-histories at a time of 
enormous change in their careers through their use of metaphors.   
Black argues that metaphors µUHYHDOWHDFKHUV¶VHOI-XQGHUVWDQGLQJV¶
4). According to Black, the study of metaphors is a particularly useful 
means of understanding more about teachers and the work that they do 
because:  
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non-linear forms of data representation such as visual imagery, drawing 
and metaphor, have great potential for revealing teacher knowledge and 
meanings and for eliciting reflection. 
(Black 2001:3)  
Previous research illustrates the ways in which metaphors have been used 
DVDµWRRORISHGDJRJLFDOSURFHVV¶%HUPDQ%RLOHDX/LWWOH*UDKDP0DXUHU
Paterson, Richmond and Sergeant  2002) and this has been commonly 
applied in studies of the ways in which pre-service and beginning teachers 
reach an understanding of their own conceptions of what it is to be a 
teacher.  According to Berman et al, the study of metaphors provides a 
µFRQQHFWLQJDJHQW¶ZKHUHPHWaphors help connect ideas about teaching and 
LQYLWH H[SHULHQFHG WHDFKHU HGXFDWRUV DQG WKHLU VWXGHQWV WR µULVN
entertaining different and challenging ideas about themselves and their 
ZRUN¶%HUPDQHWDO 
Other studies have examined the ways in which metaphors can help 
encourage reflective practice (Bullough 1992; Volkmann and Anderson 
1998; Leavy, McSorley and Boté 2007). Hunt (2006) examines how an 
LQGLYLGXDO¶VXVHRIPHWDSKRULVDQLPSRUWDQWFRPSRQHQWLQPDNLQJPHDQLQJ
and developing a sense of professional identity. Clandinin and Connelly 
(1995) present a range of studies of the use of narrative and other artistic 
PHDQV RI H[SUHVVLRQ WR VWXG\ WHDFKHUV¶ H[SHULHQFHV :LWKLQ WKLVYROXPH
Craig presents a series of studies which look at the ways in which teachers 
HPSOR\ZKDWVKHUHIHUVWRDVµVWRULHGPHWDSKRUV¶ZKHUHPHWDSKRUVGUDZQ
IURP FODVVLFDO DQG OLWHUDU\ WH[WV DUH HPSOR\HG WR GHVFULEH WHDFKHUV¶
experiences. In a later article, Craig explains why stories and metaphorical 
language are so important in her work:  
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narrative and, by association, metaphors, offer us an inexhaustible 
supply²with limitless reach²of everything we could possibly need to 
make sense of our lives lived in relationship and in context and to 
distinguish and celebrate our humanity. We have no other way of 
making sense of school reform²or any other humanly experienced 
phenomenon, for that matter²without succumbing to the complete 
disregard or flattening of experience itself. 
 (Craig 2005: 200) 
A book that I found hugely influential in approaching the data from this 
analytical perspective was Metaphors We Live By (originally published 1980 
and reprinted 2003) in which Lakoff and Johnson introduced the idea that 
metaphors structure conceptual understanding, arguing that this is not 
something of which we are normally aware but is evident in our language, 
thoughts and actions (2003: 3). They use the metaphorical concept of 
µ$5*80(17 ,6 :$5¶ WR LOOXVWUDWH KRZ SHUYDVLYH WKLV FRQFHSW LV LQ RXU
understanding of arguments which we can win or lose, we can attack our 
opponents, we can defend our own position, we can gain and lose ground 
and so on. Lakoff and Johnson argue that the metaphorical concept 
ARGUMENT IS WAR is culturally specific and that members of the culture 
are not necessarily consciously aware that they are drawing on this 
metaphorical concept when they use the discourse of argument. They claim 
that: 
Metaphor is not just a matter of language, that is, of mere words...on 
the contrary, human thought processes are largely 
metaphorical...Metaphors as linguistic expressions are possible precisely 
EHFDXVHWKHUHDUHPHWDSKRUVLQDSHUVRQ¶VFRQFHSWXDOV\VWHP. 
(Lakoff and Johnson 2003: 6) 
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According to Clark and Cunningham (2006),  
rather than being true or false, metaphors and other cognitive models 
are apt or not apt (i.e. appropriate or inappropriate) for use in a given 
situation depending on the extent to which their structure and 
entailments fit our experiences 
(2006: 275) 
7KHµJLYHQVLWXDWLRQ¶RIWKHLQWHUYLHZVIRUWKLVVWXG\ZHUHZLWKLn the context 
of a specific discourse setting, in that both the participant and myself had 
similar experiences of teaching within a particular socio-political epoch. In 
other words, any metaphors used by the participants to describe their 
experiences drew on metaphorical concepts which, generally, I could share. 
Cameron emphasises that successful use of metaphor is dependent on 
µVKDUHGEDFNJURXQG¶  111). I could therefore reach some tentative 
XQGHUVWDQGLQJRI WKHPHWDSKRUV WKHVH WHDFKHUVKDG µOLYHGE\¶EHFDXVHDV
&ODUNDQG&XQQLQJKDPH[SODLQPHWDSKRUVµFDUU\ZLWKWKHPDZRUOGYLHZRI
ZKRZHDUHDQGKRSHWREH¶ 
2QHFULWLFLVPRI/DNRIIDQG-RKQVRQ¶VDSSURDFKLVWKHµODFNRIVSHFLILFDWLRQ
of how the researcher has made decisions about whether language is 
PHWDSKRULFDORUQRW¶&LHQNL)RUH[DPSOH&RUQHOLVVHQ.DIRXUXV
and Lock examine the different heuristics at work in studies of 
organisational theory metaphors (2005). This involves an analysis of the 
different judgemental rules for deciding what constitutes a metaphor. 
Members of the PRAGGLEJAZZ group, led by Gerard Steen, produced a 
method for identifying metaphorically used words in discourse, the 
µPHWDSKRU LGHQWLILFDWLRQ SURFHGXUH¶ 0,3 7KH 0,3 PHWKRG ORRNV DW WKH
OHYHO RI µPHWaphRULFDOO\ XVHG ZRUGV¶ 3UDJJOHMDz 2007). A different 
approach, (known as VIP) was utilised by Lynn Cameron in her analysis of 
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PHWDSKRUVLQHGXFDWLRQDOVHWWLQJVZKLFKLGHQWLILHGµWKHPHWDSKRULFDOIRFXV
(also known as the Vehicle of the metaphor), in contrast to the Topic which 
is the content of the on-JRLQJ GLVFRXUVH¶ &DPHURQ  %RWK WKH
MIP and the VIP methods aim to uncover metaphors using an inductive 
analysis of discourse. The latter method was used in this study to examine 
the metaphorical concepts that grew from the data.  
Steen examines the various issues surrounding any analysis of metaphor in 
language and thought. Steen proposes four approaches to the study of 
metaphor in relation to language and thought: 
1) metaphor in language in system; 2) metaphor in thought as system; 
3) metaphor in language as use and 4) metaphor in thought as use. 
(Steen 2006: 21) 
My main approach has been that of the study of language in use (in an 
interview situation between two interlocutors who share some common 
understandings of socio-historical and political contextual factors relating to 
teaching in disadvantaged schools within one urban location) as a means of 
trying to make tentative FRQFOXVLRQV DERXW WKH VSHDNHU¶V DQG P\ RZQ
metaphor as thought as use. The point to emphasise here is that the 
findings and analyses presented in chapter six are a discussion of 
µPHWDSKRUV >ZKLFK@ suggest SHUVSHFWLYHVDQGDWWLWXGHV¶ 6WHHQ
original emphasis).  
Whilst the decision to re-examine the data from this discourse analytical 
lens focussing on the use of conceptual metaphors was a conscious 
attempt to commit to the voices of the teachers being heard, it is also 
LPSRUWDQWWRHFKR&DPHURQ¶VZDUQLQJWKDW 
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While the conceptual metaphor is a convenient device, we need to 
remain cautious about its existence beyond the mind of the analyst and 
its actual use by the discourse participant. 
(Cameron 2003: 25) 
Therefore the findings and the discussion presented in chapter six are 
µFDXWLRXV¶DQGEHFDXVHRIWKHQDWure of the career-history approach to the 
data collection are not necessarily generalisable.  
The data is both reported and analysed in chapters 4-6 below. 
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Chapter 4: Locational Findings and Analysis 
4.1 Identity and (work) place 
,DPKHUHQRZDQG,FDQ¶WVHHP\Velf being anywhere else. 
 (Grant, Joseph Moore) 
*UDQW¶VFRPPHQW LV LOOXVWUDWLYHRIPDQ\RI WKHZD\V LQZKLFK WHDFKHUV LQ
this study seem to have conceptualised their careers as rooted in a 
particular, disadvantaged, community.  This has led me to take a particular 
interest in the ways in which the participants talk about place as they share 
memories of their work as long-serving teachers in urban schools. In this 
chapter, I report the findings and present an analysis of the data which has 
shown the ways in which the teachers developed relationships to places 
over time. These locational ties also help to foster a sense of attachment 
DQGEHORQJLQJWRµDFRPPXQLW\RISODFH¶7RQQLHV 
Malpas, amongst others, writes of the relationship between place and 
identity arguing that the relationship is multilayered and complex; he 
XWLOLVHV3URXVW¶VSULQFLSOHWKURXJKZKLFKSHRSOHDUHGHVFULEHGDVµEHLQJZKR
and what they are through their inhabiting of particular places and their 
situation within particular locationV¶ 0DOSDV0DQ]RGUDZVRQ
+HLGHJJHU¶V FRQFHSWRI µEHLQJ LQ WKHZRUOG¶ LQKHUUHIRUPXODWLRQRI WKLV WR
µH[SHULHQFH LQ SODFH¶ KHU VWXG\ RI IRUW\ 1HZ <RUNHUV¶ VWRULHV RI SODFH
H[SHULHQFHV OHG KHU WR FRQFOXGH WKDW µVLJQLILFDQW SODFHV UHIOHFW SHRSOH¶V
evolYLQJ LGHQWLW\¶0DQ]R. In our interview conversation, Grant 
made a comment that emphasised his own identification or connection with 
his work-place.  
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So I think probably from about six or seven years in I just thought 
to myself well this LVPH WKLV LVP\HQYLURQPHQW WKLV LVZKDW LW¶OO
be. (Grant, Joseph Moore) 
This very subjective identification with the work-place as µP\HQYLURQPHQW¶ 
is something I wanted to unpick. Grant explains that it took him some time 
to develop this uniquely personal relationship with his professional work-
place. Other teachers made similar comments about their attachment to 
their school and from the data there emerged a sense that the schools had 
a particular character and culture which the majority of the teachers 
shared. /DXUHQFH¶VFRPPHQWEHORZGHPRQVWUDWHVWKLVFRQQHFWLRQWRZRUN-
place: 
,SUREDEO\FRXOGKDYHJRWD MRE VRPHZKHUHHOVHEXW LW¶V MXVWEHHQ
WKHVRUWRIWKLQJZKHUH,KDYHVWD\HGVRLW¶VOLNHDFRPIRUWDEOHSDLU
of shoes you fit in it and it seems right and you just continue to do 
it. (Laurence, Joseph Moore) 
Whilst the purpose of the interviews for this study was to ascertain why 
people had stayed for so long in these urban schools, the questions that 
shaped the interview conversation were not intentionally about the ways in 
which the teachers felt about their work-spaces and home-space. It soon 
became apparent however that there was a strong emotive relationship 
ZLWKWKHVHSODFHVDV/DXUHQFH¶VVKRHPHWDSKRUDQG*UDQW¶VGHVFULSWLRQRID
place over which he feels ownership demonstrate. The picture of place that 
emerges from these interview conversations indicates that individuals find 
different aspects of place significant and that the three institutions have 
distinctive cultures and characters.  
This picture of the school-SODFHUHVRQDWHVZLWK+DEHUPDV¶GHYHORSPHQWRI
WKH LGHD RI D µOLIHZRUOG¶ D FRQFHSW KH GHYHORSV IURP +XVVHUO ZKLFK LV D
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non-static representation of an environment where shared understandings, 
values and visions are communicated. For Habermas there is a distinction 
EHWZHHQ µOLIHZRUOG¶ZKLFK LV GULYHQ E\ FRPPXQLFDWLRQ DQG µV\VWHP¶ ZRUOG
which is driven by function (Habermas 1984). Sergiovanni, draws on 
+DEHUPDV¶ FRQFHSW WR H[SODLQ WKDW µVFKRRO FKDUDFWHU IORXULVKHV ZKHQ WKH
life-world is tKHJHQHUDWLYHIRUFHIRUGHWHUPLQLQJWKHµV\VWHPZRUOG¶
ix). The next sections of this chapter explore the ways in which individuals 
have developed a relationship with the school and examine how this helps 
them feel a sense of belonging and affinity to the community of place that 
makes up this school character. A closer examination of this theme 
provides ways into understanding why these long-serving teachers chose 
to stay for as long as they did within the one work setting. 
 
4.2 Blurring the boundaries 
Some of the teachers spoke about the blurring of the physical and 
emotional boundaries between home and school life. This is unsurprising 
given the fact that the teachers in the sample had spent so much actual 
time within the various buildings and so much time emotionally engaging 
with issues related to their workplace. For Grace, for example, the 
workplace seemed all encompassing.  
Why is it so small when it takes up the whole of your life? (Grace, 
Thomas Tunney)  
One of the participants described this very forcefully. 
We both work in this school and the changes that are being wrought 
in the last four or five years have devastated our family life out of 
school they really have. Until a year ago I would quite regularly be 
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ZRUNLQJDWWHQR¶FORFNDWQLJKWDQd what was even sadder was on a 
QXPEHURIRFFDVLRQV,KDYHVHQWHPDLOVDWWHQRUHOHYHQR¶FORFNDW
night and got bloody replies to them because somebody else is 
working at that time which I find utterly depressing. (Howard, 
Thomas Tunney) 
+RZDUG¶V RXWORRN is not typical. Although other participants refer to long 
working hours and work-related activities being carried out at home, their 
comments suggest a more positive attachment to their work and workplace, 
despite the fact that none of the three schools seemed immediately 
attractive to an outsider.  
You know these are horrible schools to come into and when you first 
DUULYHLW¶VMXVWZKDWDP,GRLQJ"3V\FKRORJLFDOO\LWMXVWWDNHVDZKLOH
and why are you doing it you know?  But for some reason you stick 
at it. (Frank, Joseph Moore) 
Interestingly most ended up in their school by accident rather than 
deliberate choice. Only three of the twenty teachers actively applied for a 
post in a particular school, eight applied to a pool and were placed in a 
school:  
I applied to (A) as an Authority and we applied here because my 
ZLIH¶VSDUHQWV OLYHG LQ & VRZH WKRXJKW LWZRXOGEHDUHDVRQDEOH
place to work and we both got jobs in the pool and I ended up here. 
(Laurence, Joseph Moore) 
Six were redeployed because of school closure: 
I job-shared and the job share I did was with my head of 
department so it was quite complicated we came as a pair together 
and we were placed here because obviously when they closed (N) 
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they found jobs for people who were losing their posts  (Ava, Joseph 
Moore) 
Three were on temporary contracts, maternity cover for example and were 
asked to stay on permanently. So the choice of workplace was not 
deliberate for this cohort and some were clearly shocked by the state of the 
buildings: 
My feelings when I first worked in Thomas Tunney were how 
appalling the buildings were... I found they were dated, badly 
HTXLSSHGDQGYHU\GLUW\DQGWKDW¶VWKHKRQHVWWUXWK6RZKHQ,ILUVW
looked around I was horrified by the paucity of provision for the 
children. I really was. (Grace, Thomas Tunney) 
7KH VFKRROV ZHUH ORFDWHG ZLWKLQ WKH WHDFKHUV¶ H[LVWLQJ VRFLDO QHWZRUNV
Those who came via the pool in the main chose to work in the Local 
Authority because of existing family ties within the area; those who were 
redeployed came with other colleagues. So these social networks or 
µFLUFXLWV¶ µWKH QHWZRUNV RI SUDFWLFHV WKDW RULHQW SHRSOH ZLWKLQ DUHQDV RI
LQVWLWXWLRQDO OLIH¶1HVSRUZHUHHVWDEOLVKHGEHIRUHUHODWLRQVKLSV
with and within the school were developed.  
 
4.3 Schools as dynamic spaces 
Schools are much more than physical structures. Nespor describes them as 
µG\QDPLF IOXLG VSDFHV¶  :KHQ WKH\ DUH GHVLJQHG WKHVH SK\VLFDO
structures are full of potential in the eyes of administrators and planners, 
the indiviGXDO VSDFHV DUH µDEVWUDFW¶ DQG UHDG\ WR EH XVHG LQ DYDULHW\ RI
ways each serving a different educational purpose (laboratories, 
classrooms, computer suites, learning resource centres, sports halls). 
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Although the spaces specifically designated for social activity for adults in a 
school (the staffrooms or workrooms) are usually quite small in relation to 
the rest of the building, schools are social places because the 
administrators and planners can not realistically anticipate the ways in 
ZKLFK µDEVWUDFW¶ VSDFHV HYROYH DV SHRSOH XVH WKHP 7KH\ EHFRPH µOLYHG
VSDFHV¶ DV WKH\DUHXVHGDQG WDNH µWKHLUPHDQLQJV IURP WKHZD\VSHRSOH
GLGWKLQJVLQWKHP¶1HVSRU 91).  
-the staffroom 
The staffroom is a dynamic space too. In all three schools within this study, 
children could only enter the staffroom with permission from an adult, it 
was a space where the adults could relax and where they could be freer to 
express their personalities. Although meetings and briefings could take 
place there, it was largely a social space.  
During the period of data collection, it was observed that the staffroom in 
each of the three schools was in many ways a transient place in that 
people did not stay in it for long periods of time. They came to the room 
for a reason; to collect something, to check their message tray, to make a 
coffee. These functional tasks provided opportunities to engage with 
colleagues briefly. The teachers in the sample reported that they 
remembered a time when the staffroom was much less functional. Liz 
described the use of the staffroom at Bernard L Stone: 
:HXVHGWRVLWVRPHWLPHVWLOOILYHR¶FORFNDQGMXVWWDONDQGLWZRXOG
have nothing to do with school. (Liz, Bernard L Stone) 
Liz was one of a number of the teachers who emphasised how important it 
was to have a place to socialise with colleagues. The staffroom in each of 
the schools was recalled, by the teachers in this sample, as a sociable place. 
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In Joseph Moore, for example, Frank described a staff snooker tournament 
taking place in the staffroom whilst Mick from Thomas Tunney explained 
how the staffroom was a place to let off steam: 
Oh the staffroom in this place has been very, very good it always 
KDVEHHQ<RXNQRZ\RXJRLQWKHUH\RXVRXQGRII LI\RX¶YHKDGD
bad GD\«7KH µKLJKV¶ LV WKH VWDIIroom I would say. (Mick, Thomas 
Tunney) 
For Stewart, remembering a particularly difficult time in school, the 
staffroom was a symbolic space which epitomised the team spirit or 
camaraderie within the school: 
The school, I think, at that point, under that particular leadership, 
was at a bit of a low but having said that in the staffroom everybody 
rallied round and got on with the job. (Stewart, Bernard L Stone) 
Grant, the headteacher at Joseph Moore, had worked for his entire 
teaching career in the school. He described how during the first few months 
as a new head he had kept his distance from the staff and students as he 
had seen other heads do.  
And then it just dawned on me really that I was trying to do the job 
in a way that was alien to me you know I was getting cut off from 
the kids and I was getting cut off from the staff and I was thinking 
ZK\"-XVWEHFDXVHWKDW¶VWKHZD\WKDWRWKHUSHRSOHGLGLWZK\KDYH
you got to go and do it? Do it in a different way. So I made that 
GHFLVLRQ«,QHHGWREHRXWRQFRUULGRUV,QHHG to be in classrooms I 
need to go and sit in the staffroom sometimes. And I remember 
VRPHERG\ VDLG WR PH DW RQH WLPH WKDW¶V RQH RI WKH WKLQJV WKDW
people appreciate the fact that you come down and sit in the 
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staffroom with your arm on the back of the chair and you just have 
DFRQYHUVDWLRQDQGWKDW¶VJRRG*UDQW, Joseph Moore) 
For Grant the places that had defined his identity as a teacher became 
important again as he defined his identity as a headteacher. The staffroom 
was a place that was especially important during this process. 
The teachers in the study talked about the staffroom with affection and a 
strong sense of attachment. They felt it was a place to meet friends who 
were also colleagues as well as a place to let off steam in a confidential and 
supportive environment. It was a symbolic space representing the 
camaraderie and team spirit of the school community; a space where they 
felt they belonged.  
However, from analysis of the interview conversations, there was an 
emerging sense that the staffroom had changed. The staffroom had 
evolved from a convivial hub where the staff naturally gathered at the end 
of the day to a transient functional space.  
Some of the teachers explained that the staffroom had changed as schools 
and individuals working in them had become more accountable there was 
increased pressure to be seen to be working at all times. For example, the 
staffroom at Bernard L Stone has undergone stages of subtle 
transformation. There was no longer a pot of tea to greet staff at break, 
lunch time and at the end of the school day. The chairs had been 
rearranged from small circles to one row of chairs against three walls. The 
remaining chairs had been replaced by computer workstations, the screens 
facing out to the body of the staffroom. Where there used to be a mixture 
of educational and non-educational magazines on the tables there were 
QRZFRSLHVRI VFKRRO LQIRUPDWLRQ6WDII µPHHWLQJV¶ZKHUHGLVFXVVLRQV WRRN
SODFH KDG EHHQ UHSODFHG E\ VWDII µEULHILQJV¶ /L] IURP %HUQDUG / 6WRQH
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finished her explanation of the changing use of the staffroom space with 
the words: 
Is it because we are doing more monitoring and more scrutiny? We 
DUHDVNLQJVWDIIWRXSWKHLUJDPHDUHQ¶WZH"/L], Bernard L Stone) 
The staffroom, the usage of which can, according to Paechter, throw light 
on power relations within the school (2004: 33), had become a contested 
space. Some of the teachers observed that, as the three schools had 
become more accountable (to Ofsted and HMI, for example), the space was 
being used differently. Liz explained 
3HRSOH GRQ¶W VLW LQ WKH VWDIIURRP DQG WDON DQ\PRUH DQG EHFDXVH
WKH\¶YHFKDQJHGWKHVWUXFWXUHRIWKHVFKRROGD\\RXUHDOO\KDYHQR
time for anything and you go into the staffroom now at the end of 
WKHGD\DQGQRRQH¶VWKHUH ... But now everything is transformed. 
3HRSOHDUHLQWKHFODVVURRPVSUHSDULQJRUPDUNLQJRUWKH\¶YHJRQH
home and I just think that there is less socialising going on.... I still 
WKLQNWKDWZHDUHDFDULQJVFKRROEXW,GRQ¶WWKLQNWKH2IVWHGUHSRUW
would now start with that sentence ± DQGLWGLGµ%HUQDUG/6WRQHLV
DFDULQJVFKRRO¶/L], Bernard L Stone) 
/L]¶V XVHRI ODQJXDJHVXJJHVWV WKDW ZKHQ WKH VWDIIURRP ZDVD SODFH IRU
µVRFLDOLVLQJ¶ µWDON¶ ZDV LPSRUWDQW 7KH PRUH PDQDJHULDO ODQJXDJH RI
WUDQVIRUPDWLRQ µSUHSDULQJ RU PDUNLQJ¶ VLJQLILHV VRPH RI WKH FXUUHQW
difficulties in maintaining the pupil centred ethos of the school (Goodson, 
Moore and Hargreaves, 2006). This suggests a two-way relationship: just 
as bottom-up social practices constantly redefine the work-space, so top-
down managerial pressures also redefine the social practices.  The 
changing use of the staffroom space thereby becomes part of what 
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0F*UHJRU UHIHUV WR DV WKH µPDQLSXODWLRQ RI WHDFKHU ZRUNSODFH FXOWXUH¶
(2000). 
7KLV µPDQLSXODWLRQ¶ KDG WKH HIIHFW RI PDNLng individual teachers feel that 
their working lives were under constant examination and pressure. New 
legal requirements, combined with a sense of being under surveillance and 
on show, also contributed to the transformation of other social spaces and 
practices.  
The teachers in the sample also talked about how other places within the 
schools became important social spaces as the staffroom became more 
work-orientated.  
- other spaces 
:KLOVWWKHVWDIIURRPDW%HUQDUG/6WRQHKDGEHHQYHU\PXFKWKHµKHDUWRI
tKHVFKRRO¶LQWKHSDVWGXULQJWKHSHULRGRIWKHGDWDFROOHFWLRQWKLVZDVQR
longer the case. At lunch times and break times only a handful of staff 
were observed using it other than in the transient way described above. 
The majority of the staff spent these periods of the day either in their 
FODVVURRPVRULQµRWKHUVSDFHV¶ 
7KUHH µRWKHUVSDFHV¶KDGHYROved into important social places. These were 
WKH,&7VXSSRUWURRPWKH6FLHQFHSUHSDUDWLRQURRPDQGWKHµ6WDU¶5RRP
The ICT support room at Bernard L Stone School was located at the 
furthest point from the staff room and the Senior Management Offices, on 
the fourth floor; throughout the day staff dropped in to ask for help with 
technical issues or advice about accessing resources, there was a kettle 
and the technicians worked with the radio on. The Science preparation 
room was similarly located away from the main offices on the third floor 
DQGDOVRKDGDNHWWOHDQGVLQN7KH µ6WDU¶5RRPRQWKHILUVWIORRUZDVD
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teaching area designated for working with students who had specific 
emotional or behavioural needs who often spent break and lunch times 
with support staff in a safe environment. The room was comfortably 
IXUQLVKHG DQG WKH HWKRV ZDV µUHVSHFWIXO EXW UHOD[HG¶ WKHUH ZDV DOVR D
kitchen attached. There wDVD VPDOO OREE\DUHDEHWZHHQ WKH µ6WDU¶5RRP
and the corridor and passers-E\ FRXOGQ¶W VHH GLUHFWO\ LQWR WKH URRP
Teaching and non-teaching staff from a range of curriculum areas gathered 
there at break and lunch times and especially after school where it was 
perceived to be a safe place to let off steam.  
As a result these spaces which were designed with very functional purposes 
had evolved into social hubs as staff gravitated towards them rather than 
the staffroom. This would not be apparent from a static floorplan of the 
school because as Nespor comments: 
VSDFH FDQ¶W EH WUHDWHG DV D VWDWLF WRWDOLW\ ,W LV FRQVWDQWO\ OLYHG
experienced, reordered by those who move through it 
 (1997: 94) 
7KHVHRWKHUVSDFHVKDGEHHQGHILQHGE\WKHIXVLRQRISUDFWLFHVDQGµVocio-
spatial relations that intersect there and give a place its distinctive 
FKDUDFWHU¶0F'RZHOO 1999: 4). 
From talking to teachers in the other two schools it seems that the 
changing use of space at Bernard L Stone was similar to that within Joseph 
Moore and Thomas Tunney. Other important spaces in the three schools 
seemed to be year team offices, reprographics rooms and department 
shared areas. 
$OWKRXJKWKHVHµRWKHUVSDFHV¶ZHUHLQPDQ\ZD\VLQIHULRUWRWKHVWDIIURRP
they began to feature as important places within the school because of the 
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WHDFKHUV¶ QHHGV WR EH VRFLDEOH WR VHHN VXSSRUW WR OHW RII VWHDP 7KH\
became replacements for the symbolic space that the staffroom used to 
represent. For example, Judy described the smoking-room in Thomas 
Tunney as a place in which teachers could be more relaxed: 
:HXVHGWRKDYHDYHU\GHFDGHQWVPRNLQJFXSERDUG«ZHOO LWZDV
PRVWO\VWXIIHGZLWKSHRSOHZKRGLGQ¶WVPRNHEXWZHUHWU\LQJWRJHW
DZD\ IURP WKRVH SHRSOH WKH\ GLGQ¶W OLNH« %XW WKH ODXJKWHU WKH
crying with laughter at some of the most awful things really but the 
ODXJKLQJWKDWZHGRQ¶WKDYHQRZ 
-0:K\GRQ¶W\RXKDYHLWQow?  
%HFDXVH WKH\JRW ULGRI WKH FXSERDUGDQG\RXFDQ¶WEH VHHQ WREH
doing it in the middle of the staffroom because you know outsiders 
are ZDWFKLQJRU\RXFDQ¶W WDNH WKHPLFNFDQ\RXLQ FDVH WKHUH¶VD
YLVLWRU RU VRPHWKLQJ" , PHDQ \RX FDQ¶W EH \RXUQRUPDO ULGLFXORXV
self like you could in the cupboard. (Judy, Thomas Tunney) 
 
3DHFKWHUREVHUYHVWKDWµVPRNLQJURRPVLQVFKRROVWHQGWREHWKHKRWbeds 
RIUHEHOOLRQRUWKHSODFHVZKHUHWKHDFWLRQLV¶ 34), certainly this is 
perceived to be the reality for Judy. However with the new laws about 
smoking in public places smoking rooms are a thing of the past so new 
spaces have to evolve to allow tHDFKHUV WR EH µQRUPDO¶ DZD\ IURP WKH
µRXWVLGHUV«ZDWFKLQJ¶ QHZ µLOOHJLWLPDWH¶ VSDFHV 7KLV RIIHUV D IXUWKHU
explanation for the ways in which the ICT support space has evolved in 
Bernard L Stone. This ability to constantly re-make the work-space, 
including such illegitimate spaces, contributes to long-serving teachers 
feeling rooted in their workplace.  
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- the classroom 
The teachers often talked about their classrooms and this shed light on the 
differing ways in which their classroom was a significant place for them. 
The long-serving teachers were in the latter stages of their career and had 
all established a role within the school which involved some form of whole 
school responsibility ranging from whole-school ICT co-ordinator to Acting 
Head teacher. These whole school roles often took them away from the 
classroom.  All of them, however, emphasised that it was the time spent in 
the classroom that they most valued.  
We meet every morning, the SLT. But I think the focus for me 
should be in the classroom and the lesson should come first. When I 
arrive at school I always go straight to my room and do my lesson. 
When ,¶P LQ WKH FODVVURRP WKH FKLOGUHQ PXVW FRPH ILUVW /L], 
Bernard L Stone) 
Grant, one of the Acting Headteachers in the sample, in the course of his 
interview discussed some of the pressures he had experienced in his career 
H[SODLQLQJWKDWEHLQJLQWKHFODVVURRPµJURXQGHG¶KLPZKHQWKLQJVEHFDPH
difficult: 
7KHUHDUHWLPHVZKHQ,¶YHEHHQUHDOO\ORZSURIHVVLRQDOO\DQGLW¶VWKHNLGV
that bring me round more often than not. You walk in and you get into a 
classroom and you start working with kids and then it gets pulled back 
round again. (Grant, Joseph Moore) 
Some of the participants explained that they were able to take on a unique 
identity within their classroom as they experienced a sense of freedom 
there because they felt they owned the space. Ava, for example, 
acknowledged that she behaved differently in the classroom to other places.  
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3HRSOHZRXOGQ¶WUHFRJQLVHPHLQDFODVVURRPWRZKDW,DPVRFLDOO\
(Ava, Joseph Moore) 
They described feeling free to experiment with teaching ideas and 
approaches as well as with their personality within the classroom. 
I have developed from being a boring quiet monotone teacher to 
being a very weird teacher who will do thiQJVRWKHUWHDFKHUVZRQ¶W
GR 2N ,¶OO VWDQG RQ D GHVN WKDW¶V QR SUREOHP LI , ZDQW WR
demonstrate a football kick for BTEC I will stand on a desk because 
LW¶VWKHEHVWSODFHWRGR LW IURPWKHNLGVFDQ¶WVHH LW IURPWKHUHVR
you stand on a desk. (Gary, Joseph Moore) 
 
,GRQ¶WJRIRUWKLVLGHDWKDWWKHFODVVURRP¶VGXOO«WKHZKROHWKLQJ
LV WKHFODVVURRPVKRXOGEHJRRG«VR\RX LGHQWLI\ZKDWLW LVDKHDG
and you try to enjoy the day. Now having said that I have some 
WHUULEOHGD\VDSSDOOLQJ OHVVRQV«,KDYHWHUULEOe times like everyone 
else but the picture of what I wanted to create and with some of the 
JURXSV «,¶YH JRW WKHP WR D SRLQW ZKHUH ZH GRQ¶W UHDG SOD\V IRU
*&6( WKH\ DUH DFWLQJ WKHP RXW DW WKH IURQW« WKLQNLQJ \HV WKLV LV
what it should be like.  (Frank, Joseph Moore) 
 
The participants articulated a sense of obligation and responsibility for their 
classroom space. For some this was expressed as owning the space and 
becoming quite territorial about it. They described decorating and 
furnishing the space in much the way they would their own house. Ava 
OLWHUDOO\ VDLG WKDW VKHKDG PDGH KHU FODVVURRP µVRUW RI P\KRPH¶. There 
were other illustrations of the ways in which they had furnished their 
workspaces like a domestic space. Judy described being angry that her 
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forPHU VFKRROKDG EHHQ FORVHG DQG WKDW RWKHU SHRSOH ZHUH HQMR\LQJ µRXU
QLFH IORZHUEHGV¶ 0DULO\Q GHVFULEHG KHU GHVLUH WR EH WKH ODVW SHUVRQ LQ
school before the Academy became a reality; she said she would be there 
to µVZLWFKWKHOLJKWVRII¶. So for Marilyn the news of the impending school 
closure brought a sense of relief that she would in some ways retain 
exclusive ownership of this space: 
RQDSHUVRQDOOHYHODQGRQDVHOILVKOHYHO LW¶VJUHDWIRUPHEHFDXVH
QRERG\¶VJRLQJWRWDNHRYHUP\URRP,GRQ¶WKDYHWRZRUU\ZKDW¶V
KDSSHQLQJ DW %HUQDUG / 6WRQH ,¶OO EH KHUH XQWLO WKH YHU\ HQG
(Marilyn, Bernard L Stone) 
For others this responsibility was expressed as a commitment to ensuring 
that the classroom space was a place in which students experienced high 
quality learning. 
P\EHOLHI LV WKDW,FDQ¶WJR LQWRDFODVVURRPXQOHVV ,DPSUHSDUHG
and my lessons were always prepared and so my lessons were 
DOULJKWDQG,WUDQVIHUUHGWKDWEHOLHIWRWKHVWDII\RXNQRZ\RXFDQ¶W
go into a classroom and be unprepared because if the kids play up 
it¶s your fault. (Mick, Thomas Tunney) 
 
,FRXOGQ¶WJRWREHGDWQLJKWZLWKRXWSUHSDULQJP\OHVVRQV,FRXOGQ¶W
walk in here unprepared because the children would see straight 
through me and I would be doing them a disservice. (Ava, Joseph 
Moore) 
For Ava, the classroom became a bounded space within which to develop 
her professional identity and map her career progression:  
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,¶PQRWDYHU\DPELWLRXVSHUVRQEXW,¶PDPELWLRXVLQP\FODVVURRP
DQGWKDW¶VZKHUHLWFRXQWV$YD, Joseph Moore) 
She described how others had recognised this ambition and that her 
classroom was used when visitors were in school to demonstrate good 
practice but that this was not something that she believed her colleagues 
would know about. She explained that she and her teaching assistant were  
REVHUYHG UHJXODUO\ DQG ZH¶UH UHFRJQLVHG IRU RXU VWDQGDUG RI
WHDFKLQJ«DQG LI WKHUHDUHSHRSOHFRPLQJ LQWRVFKRRO WKH\ WHQG WR
come and look at us in our area because we do well. And I hate 
VD\LQJ WKDW EHFDXVH LW¶V QRW VRPHWKLQJ , ZRXOd say outside these 
walls because I am not sort of extroverted about this. (Ava, Joseph 
Moore) 
Whilst having visitors in the classroom space had positive consequences for 
Ava in terms of her self-confidence, there were other teachers in the 
sample for whom such an experience had been very damaging. James 
described how one thirty minute visit from an inspector had devastating 
consequences for the succeeding months in school for him.  
HMI walked in and observed me for half an hour and I got an 
µXQVDWLVIDFWRU\¶IRULWZLWKWKLVQHZKHDGZKRKDGEHHQKHDG-hunted 
in; and it was only because the teacher I was with we had planned 
the lesson as we always do but for some reason that day the kids 
MXVW ZHUHQ¶W RQWR LW DQG LW MXVW GLGQ¶W ZRUN DQG \HW DOO WKH RWKHU
lessons that week had been fine. As a result of that, the head then 
monitored me because that was the sort of head that he was and 
basically just before Christmas he wrote me a personal letter saying 
\RXUWHDFKLQJLVXQVDWLVIDFWRU\«DQGVRWKHQIRUDWHUPDQGa half 
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every single lesson I had to have a lesson plan and could expect at 
any minute for him to walk in. (James, Joseph Moore) 
-DPHV¶ H[SHULHQFH ZDV QRW XQFRPPRQ ZLWKLQ WKH VWRULHV IURP WKH
participants. There was a strong sense that the inspection system and the 
SHUIRUPDQFH PDQDJHPHQW PHFKDQLVPV ZHUH LQYDVLYH RI WKH WHDFKHUV¶
classroom which was a very personal space.  
2K DZIXO DEVROXWHO\ DZIXO -XVW WKH IDFW WKDWHYHQ WKRXJK\RX¶UH
UHDVRQDEO\FRQILGHQW\RXUVHOILQWKHFODVVURRPDQG\RXWKLQN\RX¶YH
done a good job it just wears you down because you feel that what 
is being said on the school on the report hits you personally, it hit 
me personally, and you think gosh I must be awful type of thing, it 
is, its absolutely an awful feeling. (Lauren, Joseph Moore) 
These teachers have redefined both themselves and their classroom spaces 
over time. Consequently, the classroom had for this group of teachers 
represented a space where they had become somebody in the school; it 
was the locus for their professional identity formation. Their stories of their 
experiences in and relationships to their classrooms illustrate how  
as centers of experience, places teach us about how the world 
works, and how our lives fit into the spaces we occupy. Further 
places make us: As occupants of particular places with particular 
attributes, our identity and our possibilities are shaped  
(Gruenwald, 2003b, p. 647, cited in Somerville 2007: 9). 
 
4.4 The permeable boundaries of home and school 
This redefining of space is not restricted to areas within the school; Judy 
H[SODLQHGWKDWIRUKHUµVFKRRO¶ZDVQRWDERXQGHGFRQFHSW 
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,W¶V D PDMRU SDUW RI P\ OLIH LWV OLNH  RU  KRXUV D GD\ SOXV
DQ\WKLQJ,PD\WDNHKRPHZLWKPHOLNHEDJJDJHLQP\KHDGLW¶VD
major part of my life and the people that I work with are friends and 
FROOHDJXHV,FDQ¶WUHDOO\VD\PRUHWKDQWKDWLW¶VDPDMRUSDUWRIP\
life I love the school. (Joan, Thomas Tunney) 
1HVSRU DUJXHV WKDW WKH WRSRJUDSK\ RI D VFKRRO LV PRUH WKDQ WKH µVHDOHG
FRQWDLQHU¶ RI WKH EXLOGLQJ LWVHOI LW incorporates relational attributes 
associated with it by the people who inhabit it and these relational 
attributes flow beyond the confines of the school structure and the school 
GD\WKH\DUHEH\RQGµVSDFH-WLPH¶1HVSRUGHVFULEHVVFKRROVDV 
an intersection in social space, a knot in a web of practices that stretch 
into complex systems beginning and ending outside the school 
(1997: xiii). 
McGregor argues that this remaking of the space-time offers a more open 
conceptualisation of workspace, which has resulted in the boundaries 
EHWZHHQKRPH DQG VFKRRO EHFRPLQJ µSHUPHDEOH¶   7KLV LV DQ
understanding that seems to be shared by Ava when she talks about the 
experience of inhabiting her former school which was closed by the Local 
Authority:  
They took virtually the carpet from under my feet and fittings off 
the wall things that I had bought for the place and you know I had 
made it sort of my home. (Ava, Joseph Moore) 
0F'RZHOOGUDZVRQ%DFKHODUG¶VVXJJHVWLRQ WKDW µDOO UHDOO\ LQKDELWHG VSDFH
bears the essHQFHRI WKHQRWLRQRIKRPH¶ 7KHVH ORQJ-serving 
WHDFKHUVDV$YDGHPRQVWUDWHVKDYHRYHUWKH\HDUVµreally LQKDELWHG¶WKH
spaces and in doing so have formed an emotional attachment to their 
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work-place which has become an extension of their home-place. Children 
develop a similar emotional attachment to these places.  
Grace, amongst others, is particularly sensitive to the importance of the 
place to the children and to herself:  
I think this building shows no respect for our children, none at all. I 
DP DVKDPHG WKDW WKH\ KDYH WR FRPH WR WKLV SODFH LQ  LW¶V
DZIXOGRQ¶W\RXWKLQN"*UDFH, Thomas Tunney) 
Grace almost takes personal responsibility for the state of the buildings in 
KHUXVHRIWKHZRUGVµRXU¶DQG µDVKDPHG¶VKHLVDEOHWRGRVREHFDXse of 
WKHWLPHVKHKDVVSHQWLQWKHVFKRROµUHDOO\LQKDELWLQJ¶WKHVSDFH 
In the following chapter the importance of relational ties is discussed. This 
discussion contains many examples of teachers using concepts of 
home/school and family/colleagues with a degree of fluidity. Over time, 
these relational ties which define the workplace combine with what 
0F'RZHOOUHIHUVWRDVDµVWRUHKRXVHRIPHPRULHV¶0F'RZHOOGHVFULEHVDQ 
interesting parallel between the home and the body as memory 
VWRUHV«DQGWKHSRZHUDWWULEXWHGE\WKHRULVWVWRWKH«GZHOOLQJZLWK
its connotations of shelter and security, of pleasure, and as a 
storehouse for memories. 
(1999: 72)  
 
/DXUHQFHLOOXVWUDWHGKRZWKLVµVWRUHKRXVHRIPHPRULHV¶EHFDPHDFRPIRUWLQ
difficult times:  
,¶YHDFWXDOO\ Vpent more waking hours in this place than anything 
else. Something happened a few months ago, which just summed it 
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XS,¶GKDGDWKLQJDIWHUVFKRRODQHYHQLQJWKLQJLWPD\KDYHEHHQ
a year 7 open evening or something like that and my wife suddenly 
appears at the door of the staffroom and we are shepherded down 
here and we sit down in this room [gestures to the room we are 
seated in]. And she tells me that she has got cancer. And you just 
think, you know, typical.  You find out in school, you know? And 
eveU\WKLQJ KDV JRQH UHDOO\ ZHOO DQG LW¶V DOO EHHQ VRUWHG DQG
ZKDWHYHUEXWLW¶V MXVW\RXNQRZWKDW\RXIHHOWKDW¶VW\SLFDORI\RXU
life. One of the most serious bits of information, that you are here 
DQG LW¶VZKLOH \RX DUH VLWWLQJ LQ WKH LQWHUYLHZ URRP LQ WKH school. 
(Laurence, Joseph Moore) 
Laurence explained that he spent so much of his time in school that his 
wife had to find him there to tell the news of her illness. For Laurence the 
school building was the right place to hear such news as the physical 
builGLQJIRUKLPUHSUHVHQWVµVHFXULW\DQGVKHOWHU¶DVZHOODVVXSSRUW7KLVLV
HPSKDVLVHGE\KLVXVHRIWKHYHUEµVKHSKHUGHG¶ZLWKLWVFRQQRWDWLRQVRIWKH
school caring for its flock. Later in the interview he talks about how the 
people within the school commuQLW\VXSSRUWHGKLPGXULQJKLVZLIH¶VLOOQHVV
and how that support inspired loyalty from him in return: 
If people kind of look after you when you are down then when you 
come back you feel as if you owe them something and I think that 
has always been one of the things about the school here. (Laurence, 
Joseph Moore) 
7KLVIXUWKHUWLHVLQZLWK0F'RZHOO¶VGHVFULSWLRQVRIKRPHEHLQJFRQVWUXFWHG
DVµWKHORFXVRIORYHHPRWLRQDQGHPSDWK\¶-6). Feelings of love 
and empathy have been very important to Stewart:  
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,¶YHKDGP\SUREOHPVP\VHOI\RXNQRZEXW,VWLOOZDQWWRFDUU\RQ
$QG,WKLQNWKHRWKHUWKLQJZDV,¶YHDOZD\VIHOWZHOFRPHGKHUHWKH
NLGV DOZD\V PDNH \RX IHHO ZHOFRPH ,I \RX¶UH RII IRU DQ\ UHDVRQ
WKH\ZLOOVD\ µ1LFHWRVHH\RXEDFN¶$QGDOO WKHstaff have always 
JHOOHGWRJHWKHU7KHDPRXQWRIVXSSRUW,¶YHKDGKDVEHHQDPD]LQJ
I could never have come back after long term illness in another 
school but this school will just put you at your ease almost 
immediately. Everyone rallies round and they still do. (Stewart, 
Bernard L Stone) 
For Ava too, there was a deep emotional bond with the school 
 I felt, as I left the building, I felt bereaved and when I talk about it, 
,JHWHPRWLRQDO,¶PVRUU\$YD, Joseph Moore) 
For all of the teachers, school had become an important constituent of their 
home-life. For some, this was realised discursively: 
And if you talk to my kids they will tell you how frustrated they got 
because all we ever did was talk about school. (Liz, Bernard L 
Stone) 
For others, school became particularly important when they had 
experienced critical incidents within their work-life. Judy evoked a vivid 
SLFWXUHRIKRZHYHQWVUHODWHGWRKHUµZRUNVSDFH¶KDGUHGHILQHGKHUµKRPH-
VSDFH¶ 
<RXGLGQ¶WUHDOLVHKRZPXFKLWKDGLPSDFWHGXSRQ\RXUOLIHuntil one 
evening the phone went and it was a colleague from the closing 
school to say that he had got a job and I heard the children 
whooping upstairs in the bedroom. And I went up and they had 
SLFNHG XS WKH H[WHQVLRQDQG , ZHQW XS DQG , VDLG µ:KDW DUH\Ru 
PDNLQJ WKDWZKRRSLQJVRXQG IRU"¶ DQG WKH\ZHQW µ*UDKDP¶VJRWD
146 
 
MRE¶ 7KH\ GLGQ¶W HYHQ NQRZ *UDKDP 7ZR HLJKW \HDU ROGV ZHUH
FHOHEUDWLQJWKDWWKLVP\VWHULRXV«EHFDXVHREYLRXVO\DWKRPH,KDG
EHHQJRLQJµ*UDKDPKDVQ¶WIRXQGDMRE\HW«*UDKDP¶VORRNLQJIRUD 
MRE¶$QGWKH\FHOHEUDWHGZKHQDPDQWKH\KDGQHYHUHYHUPHWJRW
a job in a school they had never heard of at eight years old because 
they had lived it day and night for months and months and months. 
(Judy, Thomas Tunney) 
Other evocations of work being brought into home were more light-hearted: 
we used to do daft things like I used to go round in my pyjamas to 
drop her (job-share partner) off things you know what I mean I 
used to skip up her drive in my pyjamas to post things that she 
would need the next day. (Ava, Joseph Moore) 
For Liz the proximity of the work-place to her home-place meant that there 
were no appreciable physical boundaries between the work-place and the 
home-place: 
 I could hear the school bells going from my kitchen. So we used to 
have children come and help us with the garden and then, when we 
had our own children, Bernard L Stone children babysat for us. So 
,¶YHDOZD\VKDGWKLVDVVRFLDWLRQZLWK%HUQDUG/6WRQH«7KHFKLOGUHQ
always struck me as being open and friendly and they just accepted 
PH«,WUXVWHGWKHP7KH\FDPHLQWRP\KRPH,WUXVWHGWKHPZLWK
my children so I suppose I had a good relationship with them. (Liz, 
Bernard L Stone) 
$V WKH ERXQGDULHV EHWZHHQ KRPH DQG VFKRRO EHFDPH PRUH µSHUPHDEOH¶
(McGregor 2003: 366) the relational ties across the spaces were 
strengthened.  
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4.5 Belonging to a community of place 
The participants spoke emotionally at times about the proposed changes to 
the structure of the school and their reactions provide an insight into their 
relationships with the place which seemed to be bound up with their 
FRQFHSWLRQV RI WKHLU SHUVRQDO DQG SURIHVVLRQDO LGHQWLW\  6WHZDUW¶V ZRUGV
which illustrate the interweaving of the personal and professional, were 
typical of many of those I spoke to: 
On a personal level for me ,GRQ¶WZDQWWRFDUU\RQDIWHU%HUQDUd L 
6WRQH2QFH%HUQDUG/6WRQH¶VJRQH,¶PJRQH6WHZDUW, Bernard L 
Stone) 
Liz seemed to be unable to foresee a period in her life when the school 
work-SODFHZRXOGQ¶WEHDSDUWRIKHUOLIHHYHQEH\RQGKHUZRUNLQJOLIH: 
,FDQ¶WVHHLWQRWEHLQJDSDUWRIP\OLIHDQGLI,UHWLUH,FDQVWLOOVHH
myself being associated with it in some way whether it be coming in 
voluntarily to do displays or coming in and being the attendance 
officer. I can see it going on for some time really. (Liz, Bernard L 
Stone) 
Cliff demonstrated how external criticisms about the school had a personal 
and emotional impact on him:  
I care about this place desperately. It really hurts when people say 
bad things about it because you know that the majority of kids who 
come to this school are nice kids; you know that the majority of 
staff who work here are excellent teachers; and if you look what 
they do here they work damn hard for sometimes little gains which 
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are seen externally but they are very committed and hard-working. 
(Cliff, Thomas Tunney) 
Like many of the teachers in the sample, Grace struggled to be able to put 
the strength of her feeling for the school, a place of huge significance for 
her, into words. 
So those are the things it means, Thomas Tunney; it is a life; it is a 
VRFLDO LW LV D FRPPXQLW\ , FDQ¶W H[SODLQ UHDOO\ LW LV YHU\ YHU\
important, very important to me. (Grace, Thomas Tunney) 
 
,QKHUVWXG\RIIRUW\1HZ<RUNHUV¶UHODWLRQVKLSVWRSODFHV0DQ]RFRQFOXGHV
that:  
significant places reflect people's evolving identity; provide 
opportunities for privacy, introspection and reflection; serve as 
transitional markers as well as bridges to the past; and reflect the 
salience of safety, threat and belonging which are fundamentally 
connected to socially constructed identities, thus reflecting the 
political underpinnings of our relationships to places  
(Manzo 2005:73). 
0DQ]R¶VREVHUYDWLRQVHHPVWRKDYHUHVRQDQFHIRUWKHVWRULHVLQWKLVVWXG\
,QSDUWLFXODUVLJQLILFDQWSODFHVSURYLGHµEULGJHVWRWKHSDVW¶EHFDXVHWKHVH
participants evoke memories and stories which journey across places and 
times; the blurring of home and work place boundaries by the teachers 
HFKRHVWKHµVDOLHQFHRIVDIHW\WKUHDWDQGEHORQJLQJ¶DQGWKHLGHDWKDWµRXU
relationships WRSODFHV¶KDYHµSROLWLFDOXQGHUSLQQLQJV¶IRUWKLVGDWDFROOHFWLRQ
is set against the specific political context of school improvement and 
professionalization. 
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&KRRVLQJ WR EHORQJ WR RQH µFRPPXQLW\ RI SODFH¶ for the majority of a 
teaching career has negative connotations in the governmental policy 
discourse of professionalism. Grace explained why she made such a choice: 
I think that commitment comes from the fact that it is worthwhile 
but I think it also attracts the people who want to do that sort of 
thing EHFDXVHLI\RXGLGQ¶W\RXZRXOGQ¶WKDOIPRYHTXLFN«\RX¶GJHW
RXW ZRXOGQ¶W \RX" <RX FRXOGQ¶W OLYH ZLWK WKLV FRXOG \RX" *UDFH, 
Thomas Tunney) 
The long-serving teachers in this study, like Grace, have made a decision 
to stay rooted in the same place. Nearly a quarter of a century ago, 
Connell writing about the working lives of teachers in Australia argued that:  
Increasing length of service has also meant increasing personal 
investment in being a teacher. This is an important case, as there are at 
present incentives for experienced teachers not only to move out of the 
classroom, but also to move on from a given school. If state schools are 
to become organic to working-class suburbs, it is necessary for teachers 
to be able to find both personal and professional satisfaction in sticking 
with them. 
(Connell (1985: 163) 
The teachers in this study have not always found that there have been 
PDQ\ RI &RQQHOO¶V µLQFHQWLYHV¶ WR VWLFN ZLWK WKHLU XUEDQ VFKRROV 7KHLU
GHFLVLRQ WR QRW µPRYH RQ IURP D JLYHQ VFKRRO¶ KDV QRW Dlways been a 
strategic one. The teachers described the various routes and paths that 
their careers had taken. Typically these were not planned in advance and 
promotions often seemed to be reactive rather than proactive. Although 
these teachers had remained in the same school for the majority of their 
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working lives, there had been times when some had considered applying 
for jobs in different institutions. 
One participant spoke about the fact that the choice to work in an inner-
city school had limited their options for moving to a different type of school.  
I gradually came to realise that if you taught in the city for a certain 
amount of time it became increasingly difficult to move out because 
people would say that you had no experience of other schools. 
(Dean, Bernard L Stone) 
Joan explained that when she had gone to look around a county school 
which was advertising a post she had been interested in applying for,  she 
KDGEHHQ WROGE\ WKHGHSXW\KHDGRI WKDW VFKRRO µZHGRQ¶WZDQWDQ\FLW\
WHDFKHUVKHUH¶. When I asked her if she thought that would still be the case 
today she replied: 
Possibly not because I think that people have started to appreciate 
that people who can work with challenging pupils and do well can 
cope with any pupils and I think there is more appreciation now. I 
VWLOOWKLQNLW¶VEHHQHDVLHUIRUSHRSOHWRPRYHDURXQGWKHFLW\WKDQLW
is for people to move out. Not many people apply out of here and 
WKDW¶VLQWHUHVWLQJ. (Joan, Thomas Tunney) 
She went on to describe the staffing situation at Thomas Tunney which she 
portrayed as long-standing and very stable.  
Other teachers explained that the school had provided an environment 
which fulfilled their professional needs in terms of career development.  
7KDW¶VRQHRIWKHUHDVRQVZK\,¶YHVWD\HGKHUHVR long. During my 
stages of development there has always been a promotion I could 
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JRIRU6RHYHU\WLPH,¶YHEHHQWKLQNLQJDERXWZKHUHWKHQH[WVWHS
PLJKWEHWKHUHKDVDOZD\VEHHQDQRSHQLQJKHUH$QGLW¶VEHHQLQ
the direction I have wanted to go. (Cliff, Thomas Tunney) 
They described how the school context and perhaps the nature of the 
VWXGHQWV OHG WR D ZRUNLQJ HQYLURQPHQW LQ ZKLFK WKH\ KDG µnever been 
ERUHG¶ and where µWKHUH ZDV DOZD\V VRPHWKLQJ PRUH WR OHDUQ¶ (Marilyn, 
Bernard L Stone). So the teachers said that the schools had helped their 
careers evolve and they had received professional satisfaction from staying 
there. 
Some of the teachers simply found that the school suited them and as 
Marilyn explained: 
,W¶V SHUKDSV QRW VR PXFK D GHFLVLRQ WR VWD\ EXW UDWKHU , KDYHQ¶W
made the decision to leave. (Marilyn, Bernard L Stone) 
The teachers have stuck with their workplaces and by inhabiting these 
spaces they have found personal satisfaction in their lives through making 
organic links to the working class communities they serve. The teachers 
talked about the emotional dimensions of their work and the emotional ties 
of their workplace. The boundaries between home and school are 
reconceptualised as notions of belonging, and school, colleagues and pupils 
take on the role of an extended family. This emotional dimension within 
these locational ties together with the relational ties outlined in the 
following chapter, go some way towards offering an explanation as to why 
these teachers have stayed. They are bound by ties of loyalty and 
professionalism to a particular community; their emotional commitment to 
teaching as a vocation is foregrounded. As Sergiovanni explains: 
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This sharing of place with others for sustained periods of time creates a 
special identity and a shared sense of belonging.  
(1994: 219) 
Through this the long-serving teachers have come to belong to a 
µFRPPXQLW\RISODFH¶7RQQLHV 
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Chapter 5: Relational Findings and Analysis 
5.1 Building relationships; forming identities 
There is a family feeling in schools like this. 
(Grace, Thomas Tunney) 
 
*UDFH¶VREVHUYDWLRQDERXWWKHFORVH-knit nature of her school community is 
echoed in the interview data by many of the other teachers in this study as 
they describe their time in school.  
Over time these teachers have had opportunities to reflect upon the 
processes of identification with a body of people to whom they feel a sense 
of alignment, loyalty and belonging. As Grant explains, the school has 
provided a locus for identity formation and re-formation.  
I suppose it [the school] has just shaped everything that I am 
really. (Grant, Joseph Moore) 
As I discussed in chapter two WKH WHUP µLGHQWLW\¶ LV FRQWHQWLRXV IRU
example, Hall 2000). The literature on teacher identity reflects the 
complexities of the cRQFHSW 6WURQDFK HW DO  UHIHU WR µIUDJPHQWHG¶
identities; Volkmann and Anderson (1998) describe teacher identities as 
complex and dynamic; for Coldron and Smith (1999) teacher identities are 
QRW µIL[HG RU XQLWDU\¶&ODUNH GHVFULEHV LGHQWLW\ IRUPDWLRQ for teachers as 
µRQJRLQJ¶  ZKLOVW =HPE\ODV UHIHUV WR WKH µWKH UROH RI HPRWLRQ LQ
G\QDPLF LGHQWLW\ FRQVWUXFWLRQ¶  $OO RI WKHVH QRWLRQV RI WHDFKHU
identity incorporate aspects of the professional and personal self. Trier, a 
teacher-educator uses school films to engage trainee teachers to critically 
UHIOHFW DERXW µWKH LVVXH RI WKH UHODWLRQVKLS EHWZHHQ WKH SHUVRQDODQG WKH
SURIHVVLRQDOOLYHVRIWHDFKHUV¶,QUHSRUWLQJVRPHRIWKHFULWLFDO
reflections made by the pre-service students he writes:  
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a valuable bit of knowledge for a pre-service teacher to acquire: the 
NQRZOHGJHWKDWµEHLQJDWHDFKHUVHHPVWRLQYROYHDVSHFLDOUHODWLRQVKLS
ZLWKRWKHUSHRSOHWKDW\RXGRQ¶WILQG¶LQPRVWRWKHUSURIHVVLRQV  
(2001: 135).   
For the purposes of thiV FKDSWHU , KDYH IRXQG %HQZHOO DQG 6WRNRH¶V
definition to be useful: 
*HQHUDOO\ZHXQGHUVWDQG WKH WHUPµLGHQWLW\¶ LQ LWVEURDGHVW VHQVH
in terms of who people are to each other.  
(Benwell and Stokoe: 2006: 6) 
This accommodates an emphasis on the pivotal role relationships play in 
LGHQWLW\ FRQVWUXFWLRQ DQG IRUPDWLRQ ZKLFK LQ WXUQ VXSSRUWV 6LNHV¶
REVHUYDWLRQ WKDW µWHDFKLQJ LV LQWHQVHO\ SHUVRQDO DQG UHODWLRQVKLS EDVHG¶
(1999: 106).  
During the course of the interviews, the teachers have used narratives of 
self and group solidarity to create identities that have worked to keep them 
in one place. The interview prompts were generic; for example I asked 
DERXW PHPRULHV RI µKLJKV¶ DQG µORZV¶ RI WKHLU ZRUNLQJ OLYHV ,W ZDV
interesting to note the prominence of personal and professional 
relationships within the discourse of these interview conversations. 
Kelchtermans explains that identity is not a static notion and that identity 
IRUPDWLRQ LV SDUW RI DQ µRQJRLQJ SURFHVV¶ FODLPLQJ WKDW WKLV LGHQWLW\
construction or proFHVV RI µVHOI-XQGHUVWDQGLQJ¶ UHVXOWV IURP D UDQJH RI
personal and professional contexts (2005: 1000).  
$VPLJKWEHH[SHFWHGIURPFRQYHUVDWLRQVDERXWDQLQGLYLGXDO¶VFDUHHUVRPH
questions/prompts had deeper significance than others and these varied 
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from participant to participant. The interview conversation for some 
participants became a vehicle for evoking what Goodson et al (2006) refer 
WRDVµVRFLDOQRVWDOJLD¶ZKHUHPHPRULHVRIHYHQWVLQWKHLUSURIHVVLRQDOOLYHV
were linked with home, family and the school community.  
These social memories were grouped together under the macro-theme of 
relational ties during the process of categorising the emerging themes from 
the data. This macro-theme is made up of three strands. The first 
FRPSULVHV WKHPHV WKDW GUDZ RQ µUHODWLRQVKLSV RULJLQDWLQJ LQ VFKRRO¶ WKH
VHFRQG LV PDGH XS RI WKHPHV ZKLFK µH[WHQG WKH IDPLO\¶ WKH WKLUG
HQFRPSDVVHV WKHPHV UHODWLQJ WR UHODWLRQVKLSV ZKLFK H[WHQG µEH\RQG WKH
VFKRRO JDWHV¶ $Q H[SORUDWLRQ RI WKHVH WKUHH VWUDQGV LV SUHVHQWHG LQ WKLV
chapter.  
 
 5.2 Relationships which originate within school 
, GRQ¶W WKLQN , ZRXOG VWLOO EH KHUH LI LW ZDVQ¶W IRU D WKH VWDII RU
some of the staff and (b) the fact that I know families because I 
KDYHEHHQKHUHVR ORQJDQG,¶YHJRWFKLOGUHQ LQ\HDUQRZZKRVH
parents I taught; that sort of thing keeps you going along the way 
because you know them all very well. (Lauren, Joseph Moore) 
Lauren draws attention to the relationships she has sustained with various 
people within her work-place as she reflects upon her choice to stay at the 
same school for the majority of her teaching career. One consequence of 
staying in the same school has been the opportunity to develop strong 
relationships amongst different groups within the school community. Some 
teachers explained that these relationships had been influential in shaping 
their perceptions of their identity both professionally and personally. As 
one teacher explained: 
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I thought this is because I valued everybody and everything around 
me that I worked with and I felt that they had made me what I was. 
(Ava, Joseph Moore) 
According to Britzman,  
7HDFKHULGHQWLW\LVQRWV\QRQ\PRXVZLWKWKHWHDFKHU¶VUROHDQGIXQFWLRQ
role speaks to function whereas identity voices investments; that is, 
function refers to what one should do, and investments refer to what 
one feels.  
(Britzman 1993: 29) 
$YD¶V H[SODQDWLRQ DERYH LOOXVWUDWHV WKH ZD\V LQ ZKLFK KHU LQYHVWPHQW LQ
relationships within school had impacted upon her perceptions of her own 
identity construction, µWKH\KDGPDGHPHZKDW,ZDV¶ 
In the following sections of the chapter, I explore different types of 
relationships that originated in the workplace, beginning with an analysis of 
WKHWHDFKHUV¶UHODWLRQVKLSVZLWKLQGLYLGXDOVWXGHQWVERWKSDVWDQGSUHVHQW
These relationships with individual students were particularly important to 
the processes of teacher identity formation.  
- with students 
During the data collection and the subsequent data analysis it became 
apparent that all of the teachers in this study  invested a great deal of 
psychic and physical energy into building relationships with the young 
people in their care, sometimes into being their significant µJURZQ-XS¶.  
They probably love you more than most people. And this came out 
last week as well, when Ofsted were saying WRPHµ&KLOGUHQORYHLW
KHUH¶7KH\VDLGWKDWµ7KH\ORYHLWKHUHWKH\WKLQNWKHWHDFKHUVDUH
JUHDW¶$QGWKH\DUHZDQGHULQJDURXQGJRLQJµI-LQJWKLV¶DQGµ\RX¶UH
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D ELWFK¶ DQG LW¶V QRW DSSDUHQW LQ DQ\ ZD\ ([FHSW ZH GR NQRZ LW
GRQ¶WZH"<RXGRNQRZLWwhen they are saying it sometimes they 
MXVWZDQWWREHFORVHWRVRPHERG\«VR,WKLQNDVORQJDV\RXFDQ
you always have to be the grown up.  (Grace, Thomas Tunney) 
$V*UDFH¶VFRPPHQWHPSKDVL]HVLWLVVRPHWLPHVGLIILFXOWIRUWHDFKHUVZKR
are very involved with children on a day to day basis to see the benefits of 
investing time and energy into building relationships with the children in 
these schools. However the interview data suggests that these teachers 
continue to make such efforts whilst also negotiating top-down pressures 
relating to their function which is increasingly outcome rather than 
relationally defined (Prosser 2006). The reasons for this investment are 
numerous. One consequence of establishing strong relationships with the 
children in school is a greater sense of belonging to the community within 
and surrounding the school. As the teachers in the study spend time in 
schools developing existing relationships and building emerging 
relationships with new students, this sense of belonging is increased.  
7KHGDWDIURPWKHLQWHUYLHZVLVIXOORIUHIHUHQFHVWRWKHµEX]]¶WHDFKHUVIHHO
from working with students both in and out of the classroom. A number of 
the teachers referred to the relationships they had forged with students 
over the years and spoke of events or occasions involving students as 
µKLJKV¶LQWHUPVRIWKHLUPHPRULHVRIWKHLUWLPHLQVFKRRO 
7KHUH¶VWRRPDQ\>KLJKV@,W¶VDOO WRGRZLWKHQKDQFLQJWKHOLYHVRI
FKLOGUHQZKR\RXNQRZZRXOGQ¶WKDYHWKRVHRSSRUWXQLWLHV/DXUHQ, 
Joseph Moore) 
Other participants echoed the ways in which relationships with students 
had been strengthened through providing or taking a part in activities 
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ZKLFK WKH\ EHOLHYHG HQULFKHG FKLOGUHQ¶V OLYHV 7KH\ VSRNH DERXW WKH
pleasure they got from providing new experiences, for example organising 
trips and camps for the students.  
, KDYH HQMR\HG GRLQJ )LHOG 6WXGLHV ZLWK WKH NLGV«, XVHG WR UXQ
ZLWK 3( D ZHHN¶V ILHOG WULS WR *ULIILWK3DUN <RX NQRZ ZH¶G JR LQ
2FWREHURU1RYHPEHUZKHQLW¶VUHDOO\FROGDQGZHGLGWKDWIRU 5 or 6 
years. (James, Joseph Moore) 
 
I can remember the first time I went out with the school trip, in the 
mini bus, and we were going camping for the weekend up in the 
Peak District and they saw a waterfall and they all rushed over to 
one side of the bus DQGWKHEXVQHDUO\WLSSHGRYHU%XWWKH\¶GQHYHU
seen a waterfall before. (Stewart, Bernard L Stone) 
 
Taking children abroad has been a huge thing: children who have 
never been down the motorway and have been amazed to see 
rabbits. That has been absolutely brilliant. We used to do exchange 
visits in the past and that was fantastic. Extra curricular things have 
EHHQEULOOLDQW OLNH VKRZVDQGSHUIRUPDQFHV LQ WKLV VFKRRO WKDW,¶YH
EHHQ LQYROYHG ZLWK ,¶YH UHDOO\ HQMR\HG WKDW ,VDEHO, Bernard L 
Stone) 
Dean explained why being involved with special events such as concerts 
and productions had been so enjoyable: the satisfaction was derived from 
taking part in a shared experience that would have long-lasting happy 
memories for both the children and the staff. 
And the performances that we did I used to love doing those. And 
you got such a lot out of the kids and that was a big highlight when 
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the curtains closed on the first night and they were all so pleased 
ZLWK WKHPVHOYHV 7KH\¶G JRW WKURXJK WKH ZKROH WKLQJ DIWHU all the 
UHKHDUVDOV DQG DOO WKH SUHVVXUH DQG WKH WHQVLRQ DQG ZH¶G JRW
WKURXJKLWRQWKHILUVWQLJKWDQGWKH\¶GUHDOLVHGWKDWWKH\¶GGRQHLW
And there was always a huge cheer, a cheer of release and 
everybody was going round kissing and hugging each other. It was 
MXVW JUHDW WR VHH WKHP VXFFHHG $QG ,¶P VXUH D ORW RI WKHP ZLOO
remember that for the rest of their lives. (Dean, Bernard L Stone) 
The shared experience of highly memorable events perhaps explains why 
for many of the participants these relationships with students had longevity. 
In many cases they continued after the students had left school and 
become adults. Grant talked of relationships with members of the 
community that had been built because of these shared memories: 
,¶YHJRWVRPHRQHFRPLQJURXQG to do some plumbing work for me 
this week who is an ex-pupil and was actually in my first ever tutor 
group here. And I can ring them up and talk to them on the phone. 
7KH\¶YHJRWVRPDQ\VSHFLDOPHPRULHVRIWKHSODFHDQGVSHDNYHU\
kindly about the people here and the care and support that they 
JDYH WKHPZKHQ WKH\ ZHUHKHUH DQG WKDW¶V JUHDW *UDQW, Joseph 
Moore) 
Liz described the experience of attending the funeral of a young man who 
had been involved in a motorcycle accident in a street close to the school; 
he had been a pupil at the school who had left eight years previously. Liz 
had been his head of house. She recalled that a large proportion of the 
congregation had been made up of people that she and the two other 
teachers attending the funeral had previously taught. Liz remembered that 
the former students had been pleased to see their old teachers there: 
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It was clear at that funeral that some kids were drawn like a 
magnet to the staff. (Liz, Bernard L Stone) 
 Marilyn described the same event in her interview:  
It was funny. It was like seeing old friends. It was almost like seeing 
your family that have grown up and I wish I could have a whole day 
asking them about what they were doing. I mean we always get a 
few back and we do see them around but it is a feeling of warmth. 
(Marilyn, Bernard L Stone) 
2QRQHOHYHOLWVHHPVRGGWKDW0DULO\Q¶VDELGLQJPHPRU\RIWKHGD\ZDV
one of warmth when she describes the funeral of a boy she had taught. 
However her memories of this event illustrate the role that student-teacher 
UHODWLRQVKLSV FDQSOD\IRU WKH WHDFKHUV WKHPVHOYHV,Q WKLV FDVH0DULO\Q¶V
comments suggest that, for some teachers, relationships with students are 
more than altruistic acts, the teachers gain as much (and sometimes more) 
from them as the students do. Lortie (1975) sheds some light on why 
WKHVH UHODWLRQVKLSV PDWWHU WR WHDFKHUV /RUWLH¶V REVHUYDWLRQ ZDV WKDW WKH
teachers he studied worked in relative isolation from their colleagues, in 
what he described as an egg-crate classroom structure; he claimed that 
their work with students provided teachers with ways of sustaining 
relationships which helped them to combat these feelings of isolation. 
Lortie described the psychic rewards they received as a result of this work 
with students. According to Lortie, psychic rewards usually come about as 
D UHVXOW RI DQ LQGLYLGXDO WHDFKHU¶V UHODWLRQVKLS ZLWK JURXSV RU LQGLYLGXDO
pupils. These psychic rewards are linked with fostering a love for learning, 
with student achievement, and with ways in which the students return and 
express gratitude after they have left the school (1975: 103-104).  
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Whilst the teachers in this study did not vocalise to me the same sense of 
LVRODWLRQ WKDW/RUWLHGHVFULEHV WKHUHDUHVLPLODULWLHVZLWK/RUWLH¶V WHDFKHUV
in terms of the relationships with students. For example, some of the long-
serving teachers derived pleasure from knowing that they had had an 
LPSRUWDQWUROHLQWKHFKLOGUHQ¶VOLYHVWKDWRIWHQFRQWLQXHGDIWHUWKH\KDGOHIW
the school. Some talked about the pleasure they derived from former 
students coming back and sharing the successes they had made of their 
OLYHV7KHVHFRUUHVSRQG WRZKDW/RUWLH UHIHUV WRDVDQ µH[SUHVVJUDWLWXGH¶
reward (1975: 103). 
I was on duty the other day and a lad came in and it must have 
been about 4 or 5 years ago when he left. And he had been and got 
his college qualifications and so on and he had been picked up by a 
multinational and given 15 grand to have a year off and do that 
because when he comes back he is going to be on a really high level. 
And yRXNLQGRIIHHOWKDW\RX¶YHKDGVRPHVRUWRIKDQGLQVRPHERG\
PRYLQJ IRUZDUG JUHDWO\ DQG \RX¶YH SURYHQ WKDW WKH RSSRUWXQLW\ LV
there for everybody and people regularly hear these kind of success 
stories of people you know. (Laurence, Joseph Moore) 
Unsurprisingly, the long serving secondary teachers in these urban schools 
like children and received a great deal of professional and personal 
satisfaction from their work with children. Some of their responses 
FRUUHVSRQGHG WR 1LDV¶ REVHUYDWLRQ WKDW µWHDFKLQJ PHW a felt-need to love 
DQGEHORYHG¶ 
,W¶VEHFDXVH WKH\RIIHU\RXVRPXFK ORYHDFWXDOO\ LQ WKHHQGGRQ¶W
WKH\"$QGZKHQ\RXGRJHWWKURXJKLW¶VVXFKDSOHDVXUHEHLQJZLWK
WKHP$QGWKDW¶VDIDFW*UDFH, Thomas Tunney) 
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,W¶V UHDOO\KDUG WRH[SODLQ what it is about [Bernard L Stone] kids. 
They will come up and hug you sometimes or give you a kiss on the 
cheek. They are very tactile and they do look at you as a person 
you are not just a thing. (Marilyn, Bernard L Stone) 
The work of both Nias (1989) and Woods and Jeffrey (2002) explores the 
importance of the relationships that teachers forge with their students. The 
DXWKRUVGHVFULEHWKHVHUHODWLRQVKLSVDVµFDULQJ¶DQGWKHZRUGµORYH¶LVRIWHQ
repeated. When trying to explain why teachers invest so much into their 
relationships with students, Nias made a distinction between rewards that 
DURVHIURPDVHQVHRIVDWLVIDFWLRQLQWKHLUµWHDFKLQJFRPSHWHQFH¶DQGPRUH
µDIIHFWLYH¶UHZDUGV 
Some teachers were also quite open about the way in which teaching 
met a felt-QHHGWRORYHDQGEHORYHG6HYHUDOPHQWLRQHGµJLYLQJ¶DVRQH
RIWKHLUUHZDUGV«6RPHRIWKHWHDFKHUVWDONHGDERXWWKHKLJKOHYHOVRI
self-esteem they got from being a teacher and most of this personal 
worth came from positive feedback from children. 
(Nias 1989: 87) 
1LDV¶VWXG\RISULPDU\WHDFKHUV¶ZRUNZKLFK LQFOXGHGDGLVFXVVLRQRIWKH
QDWXUH RI WHDFKHUV¶ UHODWLRQVKLSV ZLWK VWXGHQWV DQG WKHLU UHDVRQV IRU
sustaining them, was written over twenty years ago. What the teachers in 
her study said about these relationships is similar to what the teachers in 
my study have described two decades later. The teachers in my study were 
entering the profession at the time Nias was conducting her research; 
although they were secondary rather than primary teachers it is likely that 
they were inducted into school cultures and staffrooms similar to the ones 
she described where relationships with colleagues and students were very 
important. It is possible that what the teachers in my study found during 
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their early days in the profession about building relationships has endured 
throughout their own careers. Grace, in reflecting on her decision to teach, 
discussed how she thought there had been a shift in emphasis away from 
the importance of relationships: 
I will be honest; I have always considered myself a vocational 
teacher. And I wonder if I had to start now, when I see an NQT and 
, VHH KRZ WKH\ DUH WUHDWHG SULQFLSDOO\ DQG WKH SUHVVXUHV , GRQ¶W
NQRZ LI , ZRXOG KDYH ERWKHUHG $QG , VHULRXVO\ , WKLQN ,¶G KDYH
thought, no. Because the rewards you get back are the emotional 
ones and if you are feeling stressed out all the time trying to add up 
WRZKDWSHRSOH«\RXZRXOGQ¶WKDYHWLPHWREXLOGXSUHODWLRQVKLSV,
GRQ¶W WKLQN, MXVWIHHO WKDW IRUSHRSOHJRLQJ LQQRZ LW¶V YHU\YHU\
KDUG«,VXSSRVH,ZRXOGKDYHJRWWKURXJKLWEHFDXVH,ZDQWHGWRGR
LWEXW,GRQ¶WWKLQNLWVQHDUO\WKHVDPH«EHFDXVH\RXKDYHWREHVR
URWWHQDFFRXQWDEOHGRQ¶W\RX")RUHYHU\WKLQJHYHU\EUHDWK\RXWDNH. 
(Grace, Thomas Tunney)  
*UDFH¶VFRPPHQWDERXWWKHSUHssures of accountability implies that newer 
entrants to the profession would say very different things about their 
relationships with students than the comments recorded in my data. More 
recent entrants to the teaching profession are used to a much more 
technicized career where relationships have less value than performance 
outcomes (within the current policy discourse) which as Ball explains gives 
ULVH WR D µWHQVLRQ¶ LQ WHDFKHUV¶ OLYHV µEHWZHHQ PHWULF SHUIRUPDQFHV DQG
authentic and purposeful relationships¶%DOO7KLVVXJJHVWVWKDW
factors which have been influential in forming teacher identity have 
changed during the work-lifetimes of these long-serving teachers and 
VXSSRUWV %ULW]PDQ¶V REVHUYDWLRQ WKDW LGHQWLW\-formation is an evolving 
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process ZKLFKµKLQWVDWWKHWHQVLRQVRIRXUWLPHVDQGWKHFRQWUDGLFWLRQVRI
RXUSODFHV¶%ULW]PDQ 
When I asked Frank what he felt he had gained from working in the inner-
city, his response drew on how he had grown both personally and 
professionally from living in and working within a community of students 
whose own experiences had been so different to his own. His response 
began with an identification with a particular class through his assertion 
that he was a product of a public school education, he then moved on to 
identify with working class Avondale (the community that Joseph Moore is 
situated in) and stressed that he was living with, and not married to, his 
partner whose occupation as a plumber confronted stereotypical gender 
assumptions. 
,¶P D SXEOLF VFKRRO SURGXFW ZKR OLYHV LQ $YRQGDOH $QG ,¶P QRW
PDUULHGWRDSOXPEHU« 
This fusion of class associations and challenges culminates in the statement 
 so my whole thing is I need to sort of you know  be a teacher here 
TXLWHDORW« 
There is a sense here of Frank doing the job he does, in the place that he 
does it, and with this particular community, because of what he gets out of 
it. The remainder of his response continues to reflect upon what he gains 
from working in and with this community and is an interesting example of 
the interweaving of professional and personal identity formation.  
«QRWWKDW,¶PVHQWLPHQWDODERXWLW,JHWSLVVHGRIIZLWKHYHU\RQHRQ
a daily basis: the laziness, the aggression, the low ambition all of 
that stuff. But having said that, they do actually have loads of 
TXDOLWLHVWKDW,¶PQRWYHU\JRRGDW<RXNQRZWKH\¶UHUHDOO\JRRGRQ
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OR\DOW\,¶PTXLWHJRRGRQKXPRXUEXWWKH\¶YHJRWORDGVRIKXPRXU
<HV,JXHVVLW¶VDFKDOOHQJHWRPHWRFRQQHFWZLWKWKHP\RXNQRZ
I imagine people see me in like a university or something like that 
EXW«,JRXSWKHUHDQG,IDOORXWZLWKSHRSOHOHIWULJKWDQGFHQWUH
,W MXVW GRHVQ¶W ZRUN«ZKHUHDV ZLWK WKH NLGV RYHU WLPH LI , JHW D
group over time I can relate to them and I guess they bring out a 
better side to me a bit more inclusive. You know, you get who is 
WHDFKLQJZKR",GRQ¶WNQRZ7KH\DUHJRRGIRUPH,OLNHP\ORQJ
VXPPHU KROLGD\V EXW DFWXDOO\ ,¶P UHDG\ IRU DQRWKHU WHUP DQG
DQRWKHU\HDU,W¶VDELWVDGUHDOO\)UDQN, Joseph Moore) 
Like Frank, other teachers made references to the different ways in which 
their contact with and relationships with students and the surrounding 
community had deepened their understanding of people from very different 
life circumstances to their own. As a result they believed they had become 
more accepting and tolerant, they felt their world-view had been enlarged 
DQG WKDW WKH\ KDG EHFRPH EHWWHU KXPDQ EHLQJV'HDQ¶V UHVSRQVH WRP\
question about what he had gained from working at Bernard L Stone 
typifies the response of many of the teachers: 
Friendship, tolerance, understanding people and their problems and 
WKDWZDVVRPHWKLQJWKDW,GLGQ¶WKDYHZKHQ,ILUVWVWDUWHGZRUNLQJLQ
the city. Because I came from a middle class background, I went to 
DJUDPPDUVFKRRODQGGLGQ¶W understand the problems of the inner 
city. I think I understand people better now. (Dean, Bernard L 
Stone) 
&RPPHQWVVXFKDVWKHVHZRXOGIDOOXQGHU1LDV¶FDWHJRU\RIµRSSRUWXQLWLHV
IRU SHUVRQDO JURZWK¶  89). Another aspect of personal growth that 
emeUJHG IURP WKH WHDFKHUV¶FRPPHQWVDERXWZRUNLQJZLWKWKHLUVWXGHQWV
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was that of intellectual satisfaction. For example, Grace who had been a 
SENCO for the latter part of her career described devising strategies for her 
students as both challenging and rewarding whilst Frank talked about 
LQYHVWLQJµpsychic energy¶RQ µmaterials and the teaching strategies¶DQG
GHULYLQJµprofessional pride and intellectual pleasure¶IURPGRLQJVR 
2WKHU WHDFKHUV GHULYHG VDWLVIDFWLRQ IURP µVHHLQJ FKLOGUHQ PDNH SURJUHVV¶
(Nias 1989: 88): Kathryn from Bernard L Stone succinctly explained that 
the most rewarding aspects of her career had been: 
Seeing kids develop emotionally and academically (Kathryn, 
Bernard L Stone) 
Ava, when talking about being involved in a child making progress, draws 
RQZKDW1LDVZRXOGGHVFULEHDVDQµDIIHFWLYH¶UHZDUG 
+LJKV«WHDFKLQJVRPHRQH WR VZLP WKDWZDVDSLQQDFOH«VHHLQJKHU
joy. Just a very simple thing. (Ava, Thomas Tunney) 
0LFN¶VGHVFULSWLRQVRIKLJKVLQKLVFDUHHUFOHDUO\EOHQG1LDV¶µDIIHFWLYH¶ and 
µFRPSHWHQFH¶UHZDUG-descriptors (Nias 1989: 91). 
:H¶YH KDG KLJKV LQ JRRG H[DP UHVXOWV  2EYLRXVO\ \RX NQRZ
WKH\¶UHDOZD\VDERQXV$QGZKHQ\HDUFRPHLQDQGWKH\JHWWKH
UHVXOWV DQG \RX¶UH WKHUH DQG WKH\ QHYHU WKRXJKW WKH\ ZHUH DQ\
good at MathV DQG WKH\¶YH JRW D & RU DERYHZH KDYH KXJV IURP
them, you know, which is great. And a year or two ago we got some 
super results and it was fantastic and the kids were really over the 
moon about it when they came in, so that makes it rewarding. (Mick, 
Thomas Tunney) 
When asked about their career highs, eighteen of the teachers referred to 
memories which involved being with or working with students. Of these, 
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three teachers described receiving satisfaction from working with students 
in ways which reflected WKHLUµFRPSHWHQFH¶QHHGVby helping them realise 
their (usually academic) potential; six described experiences which drew on 
µDIIHFWLYH¶ LQGLFDWRUV RI VDWLVIDFWLRQ ZKLOVW HLJKW JDYH UHVSRQVHV ZKLFK
PL[HGµDIIHFWLYH¶DQGµFRPSHWHQW¶UHZDUGV$V1LDVH[SODins, it is difficult to 
distinguish between such rewards because teachers often can not 
themselves  
make the distinction ± ZKHWKHU SXSLOV¶ UHVSRQVLYHQHVV LV PRVW YDOXHG
because it gives teachers a sense of emotional well-being or an 
awareness of professional success. 
(Nias 1989: 91) 
Nias concluded her work with an expression of anxiety about the possible 
repercussions of the 1988 Education Reform Act (which introduced the 
National Curriculum as a statutory element into schools in England and 
Wales) (Nias 1989: 213). She was worried that the imposition of such a 
controlled curriculum might have an effect on the relationships teachers 
make with their students. Twenty years later, the long-VHUYLQJ WHDFKHUV¶
comments and observations about their relationships with students suggest 
that many aspects of teacher-student relationships have not been affected 
in the ways in which Nias feared. This group of teachers has formed close 
connections and ties of attachment and belonging to the communities their 
students inhabit. In the future, it will be interesting to see if the threat to 
these relationships lies not with the controlled curriculum, as Nias feared, 
but rather with the evolution of a controlled teacher work-place dominated 
by systems of accountability and performativity. 
The relationships described above all seem indicative of the emotional 
connections made by the teachers with the young people in their schools 
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DQG VHHP WR FKDOOHQJH +DUJUHDYHV¶V REVHUYDWLRQ WKDW VHFRQGDU\ VFKRRO
teachers (and in particular mid-late teachers career-wise) have few 
emotional connections with their students (1999).  Zembylas argues that 
emotion is not just located within the individual; rather it is constructed in 
social relationships and systems of values which come from families, 
cultures and the school situation (2003: 216). Certainly, there are 
UHIHUHQFHV ZLWKLQ WKH WHDFKHUV¶ LQWHUYLHZ FRQYHUVDWLRQV WR SURYLGLQJ D
µV\VWHPRIYDOXHV¶RUPRUDOJXLGDQFHIRUWKHLUVWXGHQWV7KLVJXLGDQFHWDNHV
a number of forms; one of which is the teacher providing a role model for 
his or her students. 
$QGZHDUHDQH[DPSOHWRWKHPWKDWWKH\ZRQ¶WVHHDQ\ZKHUHHOVH
probably for the rest of their lives. And they know that which also I 
find a bit sad for them. (Grace, Thomas Tunney) 
Some teachers felt that the students were struggling to understand what 
was expected of them in school because of a lack of moral code in the 
home; the teachers usually perceived this as being caused by a lack of 
parenting skills: 
Because for some kids their home life is awful in which case we try, 
,WU\QRWWROHWWKHPEULQJWKDWLQWRVFKRRO7KHUH¶VQRWKLQJ,FDQGR
when they go back to their parents so I try not to think about that. 
But when they are in school its dead important that they realise that 
they are very important and that what they actually do is important 
here. I suppose that that is one thing that we do or I try and get 
other people to do (Gary, Joseph Moore) 
*DU\ PRYHV EHWZHHQ µ,¶ µZH¶DQG µWKH\¶ LQ WKHDERYH TXRWDWLRQZKLFK LV
perhaps indicative of his struggle between his personal, professional and 
corporate identity. It is interesting that he is conscious of the separation 
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EHWZHHQWKHVWXGHQWV¶SHUVRQDOOLYHVDQGLGHQWLWLHVDQGWKHLGHQWLWLHVWKH\
forge within the school. For Gary, this separation is crucial if the students 
are, in his words, to succeed in school and later life and µEHFRPHWKHEHVW
WKH\FDQSRVVLEO\EH¶ 
For Greg, it seems to be almost the opposite situation in that he prefers 
WKHUHWREHQRVHSDUDWLRQRIWKHVWXGHQWV¶SHUVRQDODQGVFKRROLdentity. This 
is illustrated in the following example, which shows how being reminded of 
WKH VWXGHQWV¶ LGHQWLWLHV DZD\ IURP VFKRRO through meetings with the 
parents of the students) actually helps him to understand their identity 
within school.  
I think a lot of inner-city kids they might be a little bit rough around 
WKH HGJHV « EXW VRPH QLJKWV \RX FDQ JR KRPH DQG \RX¶OO EH
moaning about some kid has done something. And you have to get 
WKHSDUHQWV LQDQGWKHQ\RXJHWWDONLQJWRWKHPDQG\RXWKLQN µDK
blesVKLP¶,VXSSRVHWKHUHLVDOLWWOHELWRIHPSDWK\WKHUH\RXNQRZ
(Greg, Joseph Moore) 
Merz and Furman argue that roles are defined more clearly in professional 
communities whereas in traditional family and localised social communities, 
relationships overlap and roles are diffuse (1997: 16). This sample of 
teachers saw a shift in their relationships with students as their daily work 
EHFDPH PRUHFOHDUO\ GHILQHG DQG HQFRPSDVVHG D PRUH µSURIHVVLRQDOLVHG¶
role which reduced the possible contexts for conversations to evolve 
between teachers and students where they could discuss issues associated 
with moral values, outside the realms of planned lessons on personal, 
social development or citizenship. Judy echoes a common anxiety for the 
teachers in this study; namely that increased surveillance coupled with 
pressures to meet performance outcomes had led to a lack of opportunity 
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for students to seek help and guidance in the ways they would have done 
previously. 
We started to lose a lot of the children who relied on teachers for 
PRUDO JXLGDQFH WKH\¶G VLW DQG FKDWWHU WR\RX DQG WKH\¶G VD\ µ0\
GDGZDVNQRFNLQJP\«¶DQG\RXNQRZWKH\¶GVLWDQGFKDWEXWQRZ
\RXGRQ¶WKDYHWLPHWRFKDWµ*HWWKLVSLHFHRIZRUNGRQH¶DQGWKDW
LV VRPHWKLQJ WKDW¶V FKDQJHG PXFK WR WKH GHWULPHQt of a lot of 
FKLOGUHQZKRVHSDUHQWVGRQ¶WKDYHWKHVRFLDOVNLOOVRUSDUHQWLQJVNLOOV
WRWDONWRWKHPDERXW\RXNQRZMXVWLVVXHV<RXFDQ¶WVLWDQGFKDWWHU
DERXWZKDWKDSSHQHGRQWKHQHZVWKLVZHHNEHFDXVH\RX¶YHJRWWR
get this done and some snoop might be coming in and checking 
where you are on the lesson plan so I think that has been bad news 
for the inner-city schools. (Judy, Thomas Tunney) 
-XG\¶V REVHUYDWLRQ SURYLGHVHYLGHQFH RI KRZVKHVHHV KHUVHOI WKHUH LV D
sense that her professional identity is being eroded. Others, like Judy, 
talked about loss and change with regard to the relationships they have 
forged with their students especially with regard to taking on roles 
WUDGLWLRQDOO\ DVVRFLDWHGZLWK SDUHQWV HOGHUV LQ WKHVH FRPPXQLWLHV -XG\¶V
ability WR WDNH RQ WKH UROH RI µHOGHU¶ LV XQGHU WKUHDW DV WHDFKHUV¶ UROHV
EHFRPHLQFUHDVLQJO\JRYHUQHGE\µIXQFWLRQ¶DWWKHH[SHQVHRIWKHµLGHQWLW\¶
which voiced investments by creating and maintaining bonds with students 
and consequently the wider community (Britzman 1993). 
-XG\DQG*DU\LQWKHTXRWDWLRQVDERYHVHHPWREHDFWLQJµLQORFRSDUHQWLV¶
7KLV FRXOG EH OLQNHG WR /DXUHQFH¶V REVHUYDWLRQ WKDW WHDFKHU-student 
relationships imbue the students with a sense of security and trust that 
their teachers would always understand them and their needs; he explains 
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how he views the part that teachers play in providing stability and a place 
of safety for the children:  
[For] a lot of the kids that we have got, their biggest sense of 
security is what they get at school and , GRQ¶W NQRZ LI , FDQ
rationalise the fact with myself or whatever but sometimes the kids 
NLFN RIIZLWKXV EHFDXVH WKH\QHHG WR DQG LW¶V WKH RQO\ SODFH WKDW
WKH\ FDQ GR LW DQG IHHO VDIH <RX NQRZ LW¶V WKHLU RQH FKDQFH RI
getting the attention from somebody who is not going to smack 
WKHPRUKLWWKHPRU\RXNQRZIDOORXWJUHDWO\ZLWKWKHP$QGOHW¶V
face it, everybody as they are growing up needs to kick off some 
WLPHRURWKHU7KHUHDUHYHU\IHZSHRSOHZKRGRQ¶WDQGLQLQQHU-city 
places it is more [so] than others. And I think that what we have 
done is give the opportunity in a fairly safe and secure environment 
to test the limits to do this that or the other but to do that in a 
situation where they are safe. (Laurence, Joseph Moore) 
Laurence, Judy and Gary (whose views are not atypical in the sample) 
appear to have SURYLGHG WKHLU VWXGHQWV ZLWK DQ DSSURSULDWH µV\VWHP RI
YDOXHV¶=HPE\ODVLQDVHFXUHDQGFRQVWDQWHQYLURQPHQW7KLV
has been an important element of the work that these long-serving 
teachers have felt they have had to do, largely because of a sense of 
instability amongst the communities surrounding the schools.  
Relationships between students and teachers within these schools offer 
stability, set boundaries and are fixed points of reference. 
For this group of teachers, there are two elements of their relationships 
with students that appear to strengthen attachments with the school and 
its community. The first of these is longevity; relationships that have been 
established and deepened over time not only with students within the 
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school but with their parents and even grandparents have a positive effect 
in terms of becoming part of a community. The second, spatiality, is 
related to longevity in that as former students become members of the 
wider community, the teachers retain their relationships with them 
(although the nature of these relationships has changed slightly) and feel 
attached to the community beyond the school gates as a result. Long-
serving teachers who have built up relational ties over time that have 
spread into the wider community thus have spatio-temporality; they 
belong to both the space and time of that community. Some of the 
implications of this were discussed more fully in the previous chapter which 
explores the importance of locational ties.  
In the next section of this chapter I examine the ways in which relational 
ties with other adults within the school have contributed to the long-
VHUYLQJWHDFKHUV¶VHQVHRILGHQWLW\DQGEHORQJLQJ 
± with colleagues 
As the participants shared stories of their time in the schools a recurring 
theme was the importance of the close relationships they had developed 
with their colleagues.  
These relationships within the workplace were diverse and served different 
functions. Most of the teachers described friendships with colleagues that 
had evolved over the years in the school. Although these relationships 
began in the workplace the teachers often referred to ways in which they 
extended beyond school. 
People would go away on holiday together; people would socialise 
together or you would play in a cricket team or a football team. We 
had staff cricket and football; we had staff mixed hockey; we had 
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staff playing football on a Friday night. There were a lot of social 
events going on and people got to know each other and support 
each other. (Dean, Bernard L Stone) 
 
Little and McLaughlin describe the various ways in which teachers gravitate 
towards collegial groups that arise out of a range of relationships amongst 
different groups of people such as pastoral teams, curriculum groupings, 
and those who teach within the same geographical area of the school 
(1993). The role of such informal friendships with other adults in the school 
ZKLFKKDYH IRUPHGDVD UHVXOWRIH[SRVXUH WR µPXOWLSOH UHIHUHQFHJURXSV¶
has sometimes been open to criticism, especially because they may or may 
QRWLQYROYHµSURIHVVLRQDO¶FRQWH[WV)RUH[DPSOH+DUJUHDYHV¶VWXG\RIWKH
HPRWLRQDOJHRJUDSKLHVRIWHDFKHUV¶UHODWLRQVKLSVLQVFKRROIRXQGWKDWZKLOVW
IULHQGVKLSV ZLWK FROOHDJXHV µKHlp build emotional and intellectual 
XQGHUVWDQGLQJ«VXFKIULHQGVKLSVVHHPWREHWKHH[FHSWLRQUDWKHUWKDQWKH
QRUP¶ +DUJUHDYHV+H IRXQG WKDWZKHQ WKH\GLGH[LVWVXFK
relationships were not always a good thing as they were perceived to be 
obstacles impeding the route to progress in terms of the discourse of 
school improvement. Drawing on the work of de Lima (2001), Hargreaves 
argued that teachers in such groupings were anxious to preserve the 
friendships and consequently avoided opportunities to engage in 
µSURIHVVLRQDO GLVDJUHHPHQW DQG PXWXDO FULWLTXH WKDW FDQ PRYH WHDFKLQJ
IRUZDUG¶ +DUJUHDYHV   &RQVHTXHQWO\ WKH\ FUHDWHG µPXWXDOO\
affirming friendships for a few and a more distanced conflict-avoiding 
culture of friendliness or politenHVVIRUWKHUHVW¶+DUJUHDYHV 523-4).  
$FKLQVWHLQ GHVFULEHVDVFKRROZKLFKVKH UHIHUV WRDV µ:DVKLQJWRQ¶
where there is a close knit community of like-minded individuals who 
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regard their professional colleagues as friends and have familial like ties 
with them. Achinstein attributes the slow turn-over of staff within the 
school to this sense of community. Echoing the point made by Hargreaves 
(2001) above, she warns that collegiality such as this does come with 
associated problems especially for newcomers or staff who might find 
themselves outside the shared values of such a community. Achinstein 
argues that a necessary component of collegiality is conflict and that 
professional communities which are based on strong emotional ties may 
not be equipped to manage conflict in a positive or constructive manner as 
those involved react personally rather than professionally to the conflict. As 
a result such communities can lead to individuals who are outside the 
central group feeling isolated. Whilst the teachers in my study did not talk 
in their interviews of feelings of isolation, it obviously can not be assumed 
that they did not at times share the feelings of conflict described by 
Achinstein. However, when the teachers in my sample talked of their 
colleagues during the interviews they spoke in positive terms, in ways 
ZKLFK ZRXOG HFKR +DUJUHDYHV¶ GHVFULSWLRQ RI µPXWXDOO\ DIILUPLQJ¶
relationships.  
A lot of my friendship group are Bernard L Stone staff so I suppose 
that it is a great big chunk of my life. (Marilyn, Bernard L Stone) 
 
Such relationships appeared to have helped strengthen their sense of 
attachment to their colleagues and work-place. In contrast to de Lima 
(2001), Nias et al in their examination of staff relationships in primary 
school settings YDOXH VFKRRO ZRUNSODFHV ZKHUH µFROOHDJXHV EHKDYHG DQG
UHDFWHGWRHDFKRWKHUDVSHUVRQVUDWKHUWKDQSUDFWLWLRQHUV¶1LDV
et al (1989) make the point that what seems to an outsider like 
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LQFRQVHTXHQWLDO WDON LV DFWXDOO\ µFKDW >ZKLFK@ LV D KLJK-leveO DFWLYLW\¶
because what looks like everyday talk and trivia have important long-term 
implications for individuals experiencing a sense of attachment and affinity 
ZLWK D SODFH 8VLQJ %ULW]PDQ¶V GLVWLQFWLRQ DWWDFKPHQW DQG DIILQLW\ DUH
affective concepts linked with investment and identity and are divorced 
from role and function (1993). The teachers in my study draw on their own 
µVHQVH RI DWWDFKPHQW DQG DIILQLW\¶ LQ WKHLU IUHTXHQW UHIHUHQFHV WR WKH
importance of friendships with the other adults in their schools. 
Nias et al demonstrate how having a sense of shared values and vision, 
humour, and the importance of finding a common enemy contribute to this 
sense of attachment (1989). Dean in his interview explained that Bernard L 
Stone was often directed by the Local Authority to take in students who 
had been excluded from other schools. Initially these children were 
FKDOOHQJLQJLQWHUPVRIWKHLUEHKDYLRXUDQGWKHLUDWWLWXGHKRZHYHU'HDQ¶V
interview shows that he perceived that, over time, they gradually began to 
fit in and accept the Bernard L Stone ethos. Dean took obvious pride in this 
DVKHGHSLFWHG%HUQDUG/6WRQHVWDIIDVRQHVKDULQJWKHVDPHµYLVLRQDQG
YDOXHV¶7KHUHDUHDOVRPDQ\UHIHUHQFHV WR WKH LPSRUWDQFHRI µKXPRXU¶ LQ
sustaining relationships amongst colleagues within the three schools. Judy 
referred to the importance of having opportunities to let off steam with 
FROOHDJXHV DV VKH GHVFULEHG PHPRULHV RI µFU\LQJ ZLWK ODXJKWHU¶ with her 
friends during the school day at Thomas Tunney. Finally (in terms of Nias 
HW DO¶V GHVFULSWLRQ DERYH IRU WHDFKHUV ZRUNLQJ LQ XUEDQ VFKRROV LQ
GLVDGYDQWDJHG DUHDV WKHUH DUH PDQ\ µFRPPRQ HQHPLHV¶ WKH PRVW
prominent within the data being Ofsted and other outsiders who judged the 
VFKRROV:KHQIDFHGZLWKVXFKDQµHQHP\¶Whe teachers talk about drawing 
on each other for support. James at Joseph Moore described how the 
friendship and support from other teachers in the school helped him to 
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survive a difficult few months of prolonged scrutiny after an Ofsted 
LQVSHFWRU¶VUDWLQJ of his teaching competence. 
It is difficult to extrapolate from the data the extent to which all individuals 
felt a part of this apparently unified front because this analysis is based on 
what participants chose to share. All those who mentioned relationships 
with colleagues related positive stories and the impression one is left with 
is of three very sociable work-places and this sociability appeared to 
extend beyond the work-place. Socialising out of school with work 
colleagues allowed the teachers in the study to mix with a range of people 
regardless of their status within the workplace. This appeared to 
strengthen these relationships with the result that the teachers found 
themselves working with a closely knit group of friends and so they felt 
that they belonged to a supportive network of colleagues with a wide range 
of experiences. Lauren explained that having long-standing relationships 
with her colleagues across the school helped her feel secure and supported 
in her work. 
7KHUH¶V TXLWH D ORW RI XV Ds you are obviously aware, that have 
EHHQKHUHDORQJORQJWLPHWKHUH¶VVWLOOWKUHHRUIRXUPHPEHUVZKR
were here before I came. That friendship, that working together, 
NQRZLQJ WKDW \RX¶YH JRW VXSSRUW GRHVQ¶W PDWWHU ZKDW GHSDUWPHQW
they are in or what stDWXVWKH\DUHLQWKHVFKRRO\RXNQRZWKHUH¶V
people there who you can go to for absolutely anything. (Lauren, 
Joseph Moore) 
However, when Marilyn described the social atmosphere in her school she 
FRPPHQWHG WKDW VXFK VRFLDELOLW\ ZDVQ¶W QHFHVVDULO\ D IHDWXUH of other 
schools she had been in. She developed this by stating that such social 
µWRJHWKHUQHVV¶PLJKWQRWEHSHUFHLYHGDVSURIHVVLRQDOLQµRWKHUVFKRROV¶. 
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It seemed much more aloof and much more professional maybe in 
some of the other schools whereas here ZH¶YHDOZD\VJRWRQDQG
ZH¶YH DOZD\V KHOSHG HDFK RWKHU RXW DQG WKDW¶V WKH ELW , OLNH
(Marilyn, Bernard L Stone) 
Emerging from the data are repeated stories of individuals bound in love, 
trust and togetherness against perceived forces of repression. It is of 
course impossible to know if these are memories that are fuelled by a 
VHQVHRIVRFLDOQRVWDOJLDZLWKµURVH-WLQWHG¶OHQVHV$PRUHVFHSWLFDOUHDGLQJ
of the narratives might suggest that the stories reflect the neediness of this 
group of teachers or might question whether the stories are representative 
of small group solidarity rather than the institutions as a whole. What can 
be extrapolated from these stories is that for these individuals, memories 
(whether real or imagined) of feeling part of something have been 
important to them and have helped them feel a sense of attachment to the 
schools they have worked in. These are memories of personal and 
professional relationships which have developed organically and offer a 
different perspective to the school improvement discourse of professional 
relationships. 
I would argue that recent policy initiatives and references which appear to 
prioritise professional relationships within schools have involved a form of 
metonymic substitution whereby individual teachers are in reality 
LPSHUVRQDOLVHGE\ WKHVHPHFKDQLVPVRIFROOHJLDOLW\ 7KH µFROOHJLDOVFKRRO¶
implies an environment where relationships are paramount but in actuality 
has come to be a metaphor for a strand of school improvement where 
collegiality is imposed and constructed top-down from the school 
PDQDJHPHQW 7HDFKHUV ZKR DUH µVWUXJJOLQJ¶ DUH GLUHFWHG WR ZRUN ZLWK D
PRUHµVXFFHVVIXO¶RUPRUHVHQLRUFROOHDJXHZKRZLOOFRDFKWKHPWRPHHWD
set of targets linked to performance outcomes. Individual social actors 
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ZLWKLQ VXFK D VWUXFWXUH EHFRPH OHVV LPSRUWDQW DV WKH µFROOHJLDO VFKRRO¶
obfuscates their roles and contributions (Benwell and Stokoe 2006: 114). 
The version of a school community which links professional collegial 
relationships with corporate goals of improvement is a very different 
version of the relationships which foster affinity and belonging that have 
emerged from analysis of the data within this study. 
One of the dangers of imposed collegiality is that individual enthusiasm and 
creativity can be stifled. Frank in his interview conversation repeatedly 
referred to how the label and pressures of working in Special Measures had 
stifled creativity as teachers were pressured to prepare lessons using the 
same lesson formats and teach prescribed lesson content. He described 
how he survived the process by reacting to those outsiders who were paid 
µLQEXFNHWORDGV¶to tell him what and how to teach.  
You know I am completely off-message with everyone else who is 
paid in bucket loads...  you have to do your own thing ... you know 
you may be in an institution but ... I am finding ways of, yes, the 
humanity of it; being able to break out of the rigid compartments 
that the government with budgets and management structures and 
all of that...This is what I was saying about measures because this 
LVZKDWKDSSHQHG:HJRWFRQWURORIWKHDJHQGD:HZHUHQ¶WWU\LQJ
to at the time. We were just trying to get out of measures but I am 
QRZRYHUWO\ VD\LQJ WRSHRSOH OHW¶VGR WKLQJVGLIIHUHQWO\ OHW¶VHQMR\
WKLQJVDQGWKHUHDUHQ¶WHnough people saying this in teaching but I 
think there are more. I think people have had enough and you know 
we are quite bright and we are quite well educated and ... I want to 
EHYHU\SURXGRIWHDFKLQJHVSHFLDOO\(QJOLVKWHDFKLQJ:H¶YHDOZD\V
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led it. I think we are still the most awkward squad in school virtually 
any school. (Frank, Joseph Moore) 
Frank in this extract from our interview conversation is exhibiting what 
+XEHUPDQ UHIHUV WR DV WKH FKDUDFWHULVWLFV RI DQ µLQGHSHQGHQW DUWLVDQ¶
Huberman challenges the notion that collegiality is a totally positive 
experience, he cautions that 
the lure of a common mission ... of professional work planned, 
observed, and carried out in concert ± FDQEHDKD]DUGRXVRQH« 
(1993: 13) 
In contrast to structures that impose collegiality, Huberman argues that 
WHDFKHUV ZRUNLQJ DV µLQGHSHQGHQW DUWLVDQV¶ LQHYLWDEO\ VHHN RXW DQG
FROODERUDWH ZLWK µSHHUDUWLVDQV¶ DVD PDWWHU RI FRXUVH UDWKHU WKDQ IRUFH
when they need clarification and support with making the appropriate steps 
forward with their craft. There are many examples within the interview 
conversations of individual teachers forging relationships with colleagues 
that could be viewed as measures which would contribute to school 
LPSURYHPHQWDQGILWZLWKLQWKH µHIIHFWLYHVFKRROV¶GLVFRXUVH)RUH[DPSOH
Ava describes in detail the ways in which she and a colleague team-teach 
and are often used by the school to spotlight good practice when external 
visitors tour the school. Frank talks about the various ways in which he and 
his colleagues plan a range of activities and teaching approaches with the 
specific aim of raising student achievement. However these are 
relationships that have evolved naturally over time, with proven success, 
rather than the product of top-down imposed structures.  
For the teachers in this study, the close friendships with colleagues which 
have developed µRYHUWLPH¶ have helped the teachers form an attachment 
to the school which, as Laurence explains, is immensely rewarding.  
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It is just that sense of belonging over time that is one of the highest 
points.  
7KLVµVHQVHRIEHORQJLQJ¶is strengthened by the fact that they entered the 
school as young inexperienced teachers and their professional and personal 
identity has evolved over the years within the workplace. Grant evoked a 
picture of colleagues sharing experiences which had helped them to be 
nurtured and develop within the workplace; a process which he believed 
had very positive outcomes. 
The thing that has really made a difference to us and the 
achievement of the children here has been the development of the 
VWDIIKHUHZKLFKLVDVVWURQJDV,¶YHNQRZQLWLQ\HDUV$QGWKH\
are people that have grown up within the school so that they work 
LQD ZD\ ZKLFK ZH NQRZ LV VXFFHVVIXO DQG LW¶V MXVW DERXW EXLOGLQg 
those relationships with the youngsters. (Grant, Joseph Moore)) 
7KLVLGHDRIµJURZLQJXS¶ZLWKLQWKHZRUNSODFHZDVUHSHDWHGE\VRPHRIWKH
other participants. Ava described how this experience had shaped her 
professional identity: 
I had grown up there anGWKH\¶GQXUWXUHGPHDVDWHDFKHULQWKDW
school and all my values  came from working with a really loyal staff 
«EHFDXVH , YDOXHG HYHU\ERG\ DQG HYHU\WKLQJ DURXQG PH WKDW ,
worked with and I felt that they had made me what I was. (Ava, 
Joseph Moore) 
 
So relationships with colleagues are formed and sustained in a variety of 
ZD\V7KHWHDFKHUVGHVFULEHGUHODWLRQVKLSVZLWKFROOHDJXHVWKDWDUH µUHDO¶
friendships that sustain beyond the school gates and whilst they might 
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have originated in the workplace are built upon a mixture of personal and 
professional shared connections. There are many examples from the 
WHDFKHUV¶ FRQYHUVDWLRQV DERXW WKH ZD\V LQ ZKLFK WKHVH SHUVRQDO
relationships have helped individuals to feel a sense of security within the 
workplace enabling them to turn to colleagues in times when they have 
needed support. The distinctions between personal and professional 
become blurred. These relationships help the individuals feel valued and a 
deep emotional connection both with other individuals and with the school 
FRPPXQLW\LWVHOIWKH\IHHOµSDUWRI7KRPDV7XQQH\¶, for example). At times 
these connections have fostered a familial atmosphere for the teachers and 
students within the schools. It is this sense of family that I go on to explore 
in the next section of the chapter. 
± extending the family 
Ava, alongside many of the participants, described being nurtured by these 
workplace colleagues in terms of her growth as a teacher; she also 
described how these colleagues took on more traditional parenting roles 
when for example her head of department helped her to choose her first 
car. Similarly, Judy seemed to view her first headteacher as a father figure 
to whom she could turn for advice: 
The old head I had, and my father, who is long gone, taught me 
someWKLQJWKDW«,WU\WRZRUNIURP>WKDW@LVZKDWLVWKHHQGUHVXOW
you want from this? And then work backwards and how are you 
going to achieve it? And I try to apply that to everything. (Judy, 
Thomas Tunney) 
A number of the teachers perceived that their relationships with colleagues 
had been strengthened because of the particularity of their school 
circumstances. Their years of teaching in an inner-city context entailed 
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specific shared experiences and challenges that meant the teachers within 
the school believed they had formed closer bonds as a result. Grace 
described this as being part of a group of colleagues who had come 
together in the face of a common adversity: 
There is an enormous family feeling and we are all very fond of each 
RWKHU«EHFDXVH\RXGRneed each other for support because there 
is nothing like when somebody has been really ghastly to you is 
there? Knowing that everyone else is in the same boat and I think 
WKDWWKDW¶VXQLTXHWRFLW\VFKRROV*UDFH, Thomas Tunney) 
2WKHUVHFKRHG*UDFH¶VVHQtiments about the familial atmosphere within the 
workplace that appeared to be a consequence of these close relationships 
with colleagues who had bonded through these shared difficult experiences.  
,WKLQNWKDWWKDW¶VSUREDEO\WKHWKLQJLQLQQHU-city schools - we are 
all in it together and we are all part of one big family and you know 
LI \RX DUH JRLQJ WKURXJK D EDG SDWFK WKHQ ZH¶OO ORRN DIWHU \RX
(Laurence, Joseph Moore) 
/DXUHQFH KHUH LGHQWLILHV ZLWK WKH WKLUG SHUVRQ SOXUDO HFKRLQJ %XWOHU¶V
observation that belonging to a community deepens as individuals align 
themselves and evolve through a process of sedimentation to the plural 
µZH¶   /DXUHQFH¶V FRPPHQWV HFKRHG PDQ\ RI WKH RWKHUV LQ WKH
sample. He repeated and developed the point later in his interview when he 
UDLVHG WKH QRWLRQ RI IHHOLQJ µvalued¶ DQG RI  WKH LPSRUWDQFH RI IHHOLQJ D
deep emotional connection with the people and his workplace:  
WKHUH LVDOZD\VD VWURQJVWDIIERQGKHUH«, WKLQN WKDW LWPLJKWEH
worth looking at how people feel that the school treat them as an 
individual as a person and do they feel valued and whether this us 
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against the rest of the world attitude that a lot of typical inner-city 
schools have is a thing that helps them to succeed. And the fact 
that they sometimes feel that they are part of a family and partners 
know other partners and they meet socially. And so if you go 
through a bad spell, people will kind of ease off a bit and take that 
WLPH WKHUH DQG , WKLQN WKDW LI WKHUH LV WKDW« LW LV DPD]LQJ KRZ ,
repaid that over the years three or fourfold you know. If people kind 
of look after you when you are down then when you come back you 
feel as if you owe them something and I think that has always been 
one of the things about the school here. (Laurence, Joseph Moore) 
The emphasis that Laurence puts on inner-city schools being different is 
HFKRHGLQWKHPDQ\UHIHUHQFHVWRWKH µXQLI\LQJDJDLQVWDFRPPRQHQHP\¶
QDUUDWLYHZKLFK LVZHDYHG WKURXJKRXW VRPHRI WKH WHDFKHUV¶PHPRULHVRI
their time in school. This point will be developed further in Chapter Six 
below but typical examples of this include references by the participants to 
the Blitz spirit, and to the notion that school is a metaphorical family unit 
DQGIDPLO\PHPEHUVFDQFULWLFLVHHDFKRWKHUEXWRXWVLGHUVFDQ¶W 
For others, workplace relationships with colleagues and students seemed to 
supply a kind of proxy family unit. Marilyn explained why her home life and 
school life were so indistinguishable at times; she said that because she 
had no children of her own the schooOZDVµIXOILOOLQJVRPHNLQGRIQHHG¶.  
The sense of school becoming like family for the teachers in the sample 
was illustrated by the many occasions when they referred to the workplace 
or work colleagues with a vocabulary of deep emotional attachment. Grace 
summarised this simply: 
I love it. (Grace) 
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They offer you so much love. (Grace) 
A number of the participants described how the school became an 
extension of their home or family life, especially during the early stages of 
their professional lives. Liz is typical of many of the participants when she 
explained how her work-place had provided the locus of her social life: 
We married in 1973 and Rick started teaching here and he was very 
much involved in extra curricular stuff so Friday nights we were 
always here for the swimming club or the disco. And being a young 
married couple we did most things together so if Rick was involved 
WKHQVRZDV,«DQGRXUOLYHVVHHPHGWRUHYROYHDURXQG%HUQDUG/
Stone at that time. (Liz, Bernard L Stone) 
So for Liz being married to Rick was a way into the social networks 
associated with his workplace. She later also became a teacher in the same 
school. Liz went on to describe how the interweaving of home and school 
life went a stage further when her daughter also for a time worked at 
Bernard L Stone: 
,¶YHDOZD\VEHHQDVVRFLDWHGZLWK LW WKURXJK5LFNDQG WKHQ WKURXJK
working here and even my daughter came. (Liz, Bernard L Stone) 
Two other teachers in the sample described how their home and work lives 
became intertwined through their daughters. Kathryn, like Liz, encouraged 
her daughter to work for a short amount of time in the same school. 
However unlike Kathryn, her daughter found the school to be a difficult 
place to work and left.  
After experiencing dissatisfaction with her soQ¶V H[SHULHQFH DW DQRWKHU
school, Isabel explained that she decided to send her daughter to the 
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school she worked in. At the time of the interview, this decision was having 
UHSHUFXVVLRQVLQ,VDEHO¶VFDUHHUFKRLFHV,WLVLQWHUHVWLQJWKDWWKHLPPLQHQW
structural changes to the workplace seemed to have started to erode her 
WUXVW LQ WKH FDSDELOLW\RI WKH VFKRROWRFRQWLQXHKHUGDXJKWHU¶VHGXFDWLRQ
She reported experiencing anxieties about remaining in the school after the 
Academy opened but felt that she could not move until her daughter had 
finished at the school: 
My immediate plan was to stay here while my daughter is here 
because she is in Year 9 and she is adamant that she wants to stay. 
6R ,ZDQW WR VHHKHU WKURXJK ,¶P WHDFKLQJKHUDQG ,ZDQW WR VHH
her through her French. (Isabel, Bernard L Stone) 
Liz, Kathryn and Isabel illustrate how entrenched within the school culture 
their personal lives were in that they felt they could entrust members of 
their family to the workplace and its community.  
Some participants talked about the ways in which events in their personal 
lives had consequences on how they experienced their work place; so if 
they were encountering problems at home this might have an impact upon 
their working lives.  These difficult periods were sometimes made easier 
because they felt that they were coming to work with colleagues who were 
also supportive friends. For example, as noted earlier Laurence described 
candidly his wife coming to school to tell him the deeply upsetting personal 
news that she had cancer; Laurence recalled in detail how the people in the 
workplace supported him though this and how this deepened his 
connection with the workplace as a result. Gary also explained how critical 
incidents in his personal life had led him to consider how this had affected 
his professional life: 
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I had a real crisis, must have been about 10-15 years ago, what 
was it? H born, mother died, moving house within the same week. 
And for whatever reason that just kicked off stress came out. But I 
coped with LW , JRW RQ ZLWK LW , GLGQ¶W KDYH D GD\ RII ZKLFK LV
important to me. And it was at that point I thought, ok what else is 
adding to your stress? Ok working with the head (as part of SLT) ... 
DWWKDWWLPHZHZHUHQ¶WRQWKHVDPHZDYHOHQJWKRNVRUHVLJQHGDnd 
came back to PE. (Gary, Joseph Moore) 
Judy also described how important it was for her that when she 
experienced difficulties at home, she could rely upon the deep emotional 
relationships she had forged with work colleagues. This was especially 
apparent to her when she had to move schools because her first school 
was closed: 
,I\RX¶UHZLWKSHRSOHZKHQWKLQJVKDSSHQLQ\RXUOLIHWKDW\RXKDYH
been with and who know you then they help you to deal with things 
GRQ¶W WKH\" ,W¶V REYLRXV %XW WKHQ LI \RX¶YH WKHn got to start in a 
QHZ VWUXFWXUH WU\LQJ WR SUHWHQG WKDW \RX¶YH QRW VXGGHQO\ JRW
GLYRUFHGRULQVRPHFDVHV\RXUPRWKHUKDVQ¶WMXVWGLHGRUWKDW\RXU
NLGKDVQ¶WMXVWEHHQERUQKDQGLFDSSHGDQGDOOWKDWVWXIIEHFDXVHWKH
family you were with knew. That is very, very difficult and it takes a 
ORW RXW RI \RX HVSHFLDOO\ «ZKLOH \RX¶UH QHHGLQJ WLPH WR KHDO \RX
KDYHQ¶WJRW WLPH WRKHDOEHFDXVH\RX¶YHJRW WRVKRZ WKHVHSHRSOH
WKDW\RX¶UHGLIIHUHQW-XG\, Thomas Tunney) 
Judy here appears to have elided family and school in this memory of 
school being µWKHIDPLO\\RXZHUHZLWK¶. For the majority of the teachers in 
this study, work life and family life complemented each other. However, for 
Greg and Ava, this was not the case. They described how their family 
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responsibilitLHV UHVWULFWHG WKHLU RSSRUWXQLWLHV IRU FDUHHU SURJUHVV *UHJ¶V
perception was that his desire to spend time with his wife and children 
H[SODLQHGµZK\,¶YHQHYHUJRQHDVIDU¶DQG$YDVWDWHGWKDWµall this family 
stuff, it prevented me from climbing any ladGHUV¶. However Ava also 
emphasized that experiences in her home life had positive consequences 
for her professional life: 
I was a better teacher for becoming a mum. (Ava, Joseph Moore) 
Some teachers also described the importance of knowing the families of 
the students they had taught over the years. This understanding of the 
family networks and the backgrounds of their students helped them feel an 
increased attachment to the school. For Lauren, who like Marilyn had no 
children of her own, her in-depth knowledge of the family networks 
amongst the pupils and the close relationship with colleagues had helped 
motivate her to stay at Joseph Moore. In the next section of the chapter, I 
explore the ways in which relationships with families of students and with 
the ZLGHU FRPPXQLW\ KDYH FRQWULEXWHG WR WKH WHDFKHUV LQ WKLV VDPSOH¶
feelings of affinity and belonging to their workplace. 
5.3 Relationships beyond the school gates 
The teachers in the study also spoke about their relationships with another 
community. Just as their relationships within the school helped them to 
forge an identity within the workplace, their relationships within the 
external community appeared to help them to feel that they belonged there; 
that they had over the years become someone in that community. 
A number of the teachers both lived and worked in the local community 
and saw this as a positive experience. Gary explained why living so close to 
his workplace was important for him: 
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Why would I want to go further afield when I can be at home in 15 
PLQXWHVWLPH",ZRXOGPRYHLI,ZDVQ¶WGRLQJDYHU\JRRGMRERU,
would move if I was bored but again I find it challenging enough 
here but in a nice way... you can walk down the corridor and you 
say hello and we have a chat at lunch-time. At the gates you have a 
chat with the parents walking by. (Gary, Joseph Moore) 
There were many other occasions when the teachers talked about how they 
had experienced a sense of positive well-being that had come about from 
belonging to an extended community and in many ways working in the 
school had provided a gateway into that community. For example, Grant 
talked of relationships with members of the community that had been built 
because of his time in school such that he felt he had become somebody in 
that community: 
Some of the things I really genuinely treasure in terms of memories 
are the number of adults now who actually still take time out to 
come and speak to you. I had one yesterday, I was stood at the 
gate and he turned his car around and came over for a word and 
WKH\VWLOO GR WKDW DQG WKDW¶V UHDOO\ SOHDVLQJ WR VHH *UDQW, Joseph 
Moore) 
Similarly Greg explained that one of the things that he had gained from 
working in the school was a sense of belonging to, and being accepted by, 
the local community. He described the pleasure he received from his daily 
encounter with parents of students he had taught on his way to work: 
I go into the paper shop in the morning and they who run it they 
talk about their lad who is in Canada. Their C., who has become a 
teacher and the\DOOFRPHEDFNWRVHH\RX«FDOOLWIXOILOPHQWFDOO LW
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what you want but the thing is at the end of the day when you have 
ZRUNHGZLWKVRPHNLGVLW¶VDQLFHIHHOLQJ. (Greg, Joseph Moore) 
This idea of becoming somebody within the community is echoed in 
SandiIRUGDQG 6H\PRXU¶V VWXG\ RI IDFH WR IDFH VHUYLFH RFFXSDWLRQV WKH\
QRWH WKDW RQH RI WKH SHUFHLYHG UHZDUGV RI VXFK ZRUN ZDV WKH µVHQVH RI
VWDWXV DQG UHFRJQLWLRQ¶ WKDW WKH ORFDO FRPPXQLW\ DIIRUGHG WKH ZRUNHUV
(2007: 220). The teachers in this study also derived pleasure from their 
status in the community beyond the school gates. 
Whilst individual teachers spoke confidently about their own identity within 
the local community, the corporate identity of the school within the 
community was a more difficult relationship to manage. Some of these 
teachers who had individually forged successful relationships within the 
wider community were also aware of the importance of the perceptions of 
their school by this community. In their interviews they spoke about 
various ways in which they had tried to improve these perceptions. 
Some of the teachers at Bernard L Stone felt that their school was seen as 
not belonging to the local community; they felt the community felt no 
ownership of the school. This was partly due to the physical location of the 
school buildings; Bernard L Stone was located at the top of a steep hill 
some distance from the housing estates where the residents of the 
community lived. This led to problems as Liz described: 
:H¶YHQHYHUEHHQ LQDYHU\DGYDQWDJHRXs position as regards the 
estates because we are not part of a community geographically, are 
we? And whilst we have an open door policy parents are just very 
GLIILFXOWWRJHWLQWRWKHVFKRRO,GRQ¶WIHHODWWKHPRPHQWWKDWZH
are the centre of a community at all. (Liz, Bernard L Stone) 
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However Liz went onto explain that she felt that the school and more 
particularly the teachers in the school had an important role for the 
children which continued after they had left the school. 
7KDW¶VQRWWRVD\WKDWWKH VWDIIKDYHQ¶WSOD\HGDQLPSRUWDQWSDUWLQ
their lives. (Liz, Bernard L Stone) 
Some of the participants discussed taking part in activities which were 
expressly aimed at improving school-community relations.  For example, 
Dean talked about how part of his job description in the past had involved 
EHLQJD µFRPPXQLW\ WHDFKHU¶DQG WKHDLPRI WKLVZDV WR WU\DQGHVWDEOLVK
WKDWµWKHVFKRROZRXOGKDYHDSUHVHQFHLQWKHFRPPXQLW\¶in this case the 
community of Morgan Park: 
So you would go out and you would be working in the community at 
GLIIHUHQW WKLQJV , ZDV ZRUNLQJ ZLWK WKH 0RUJDQ 3DUN¶V 5HVLGHQWV¶
Association trying to set up a newspaper...that sort of thing. And we 
UDQDQROGSHRSOH¶VFOXELQWKHVFKRRO:HKDG&KULVWPDVSDUWLHVIRU
the old people. (Dean, Bernard L Stone) 
This active commitment to raising the profile of the school within the 
community had mutual benefits for both the members of the local 
community and the members of the school, as Dean explained: 
I think I was having to build bridges... One of the things was 
bringing the old people in because I think they had a lot of 
influence. They came in and had coffee and biscuits and the kids 
came and talked to them if they were doing a history project about 
the second world war or things like that. So it was just the idea that 
WKH VFKRRO ZDVQ¶W VXFK D EDG SODFH DQG \RX FRXOG FRPH LQWR LW«
When we first had this school it was a bare site; there were no 
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WUHHVQREXVKHVMXVWHPSW\EDQNV«6R,KDGWKHLGHDRIWXUQLQJ
LWLQWRDQDWXUHDUHD«$QGZHJRWSHRSle from the S Centre, which 
is for people with disabilities, working with us. And all the kids from 
the junior school came up and planted a tree each. So we developed 
WKDWDUHDDQG,¶PUHDOO\SURXGRILWEHFDXVHLWZDVRQFHHPSW\DQG
it is now a wood that has wildlife in it and all sorts. But that was 
about getting the community involved. ... It was all part of seeing it 
evolve. (Dean, Bernard L Stone)) 
Dean uses the metaphor of bridge building to describe his role in the 
relationship between the school and the community. His active role in this 
process is similar to Carmichael HWDO¶V µEURNHU¶:HQJHUGHVFULEHV
the broker as working on the boundaries or peripheries of two communities 
acting as an interpreter for the actors in each community (1998). Many of 
the teachers in this study understood that this commitment to 
strengthening the relationship between the school and the community was 
more than an exercise in public relations. The teachers believed that the 
school they were part of had an important and unique role to play in the 
community. They had seen how changes over time had affected the 
children and adults within these communities. The children of the 
community had to negotiate dual positions as they were obviously part of 
µWKHVFKRRO¶$WWLPHs the differing contexts of this duality were in conflict if 
WKH VFKRRO ZDVQ¶W YDOXHG E\ WKH FRPPXQLW\ RU LI SUREOHPV IURP WKH
community affected life in the school. Grace believed that unreal 
expectations, from policy-makers and the media, had brought about 
LQFUHDVHGSUHVVXUHVRQVWXGHQWVDQG WKDWZKHQ WKHVWXGHQWV FRXOGQ¶W OLYH
up to these expectations the community lost faith in the school. 
But the aspirations that have been forced onto some of these 
children and I mean forced have not given them hope. They have 
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done the opposite to be honest. So when the education has changed 
and probably benefited most people [it] has done more damage in 
schools like this because where they would have a really good 
DVSLUDWLRQ WREH UHJXODUO\HPSOR\HG LQD IDFWRU\«DQG Lf you were 
really high powered then you would do an apprenticeship and they 
ZRXOGKDYHVXFKUHVSHFW«LIDODGJRWDQDSSUHQWLFHVKLSWKH\ZRXOG
KDYH D ELJ SDUW\ DQGHYHU\WKLQJ DQG QRZ HYHU\WKLQJ LV\RX¶UH D
IDLOXUH LI\RXKDYHQ¶WJRW WRXQLYHUVLW\\RXNQow everybody has to 
go to uni now. (Grace, Thomas Tunney) 
Isabel described how she thought increasingly negative societal pressures 
were changing what the children were experiencing in the community and 
as a result teachers had to work harder on maintaining relationships with 
these children. 
I think what they are encountering out and about in the streets and 
at home is a lot tougher. They are seeing a lot of things that young 
FKLOGUHQVKRXOGQ¶WUHDOO\KDYHWRVHH$QGLWFRORXUVWKHLUYLHZLQWKH
way that they deal with one another. If they are going out in the 
streets then they are seeing violence and they are seeing that all 
the while. They will hear lots of things that are not very nice. And 
that is all going on: adults openly discussing things in front of 
FKLOGUHQ$QGDOOWKDWLVJRLQJRQLQWKHEDFNJURXQGVR,GRQ¶WWKLQN
there is as much respect for teachers that there once was. The kids 
are far too quick to want to sort things out in an unpleasant verbal 
way and they resort to fighting a lot easier. (Isabel, Bernard L 
Stone) 
Laurence felt that the school had had some success in helping the young 
people manage to overcome some of these problems:  
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$QGLI,ORRNEDFNDWWKHELJJHVWVXFFHVVRIWKHVFKRROWKHQLW¶VWKDW
we have been in a very difficult community and we have actually 
taken some very damaged young people and sent them out the 
other end being able to cope. (Laurence, Joseph Moore) 
$VDFRQVHTXHQFHRI WKLVVRPH WHDFKHUVSHUFHLYHG WKDW WKH VFKRRO¶V UROH
was to provide a refuge for the children, and their parents. For example, 
Stewart explained that the school had an important job to play in the life of 
the community which he felt was at times volatile: 
I suppose you can think of it as the last bastion of hope for the 
area. You hear all the appalling things ... and life at the school still 
carries on its calm path on the whole so, despite what goes on in 
the community, this place is a place of calm and a refuge for both 
the parents and the kids. (Stewart, Bernard L Stone)  
This relationship between the school and the wider community at times had 
been reciprocal. For example, when Joseph Moore had gone through a 
period of difficult inspections and was subject to prolonged media scrutiny, 
Laurence took comfort from the families within the community who 
remained loyal to the school. 
,W¶VZKHQ\RXVHHSHRSOHFRPHEDFNDQGLW¶VZKHQ\RXVHHSHRSOH
DVSDUHQWVDQGWKH\¶YHJRWWKHUHVSHFWIRU\RXDQGWKH\¶YHJRWIRQG
PHPRULHVRIWKHVFKRRODQGWKLQJVOLNHWKDW,W¶VMXVWWKHZKROHWKLQJ
about being a part of a school that went through a really bad spell 
where it got a lot of criticism from outside the area for a long time 
but there were still an awful lot of people that remained and had 
confidence in the school and would send their children there 
because they had been there. (Laurence, Joseph Moore) 
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Babyegeya (2001) drawing on the work of Swap (1993) describes four 
different modes for the ways in which schools and wider communities can 
develop relationships. These models are on a continuum with the 
µSURWHFWLYH PRGHO¶ DW RQH HQG ZKHUH VFKRROV IHHO WKH QHHG WR SURWHFW
themselves from the surrounding community and devise strategies to 
restrict the impact of home-VFKRRO FROODERUDWLRQ DQG WKH µSDUWQHUVKLS
PRGHO¶ DW WKH RWKHU %DE\HJH\D  -137).  The relationships 
between school and the wider community evoked by the teachers in my 
study does not sit easily along this continuum. This is perhaps because 
6ZDS¶V PRGHOV RI UHODWLRQVKLSV KDYH EHHQ FRQVWUXFWHG ZLWK VSHFLILF
outcomes or goals in mind whereas the relationships described above by 
the teachers in the study have evolved naturally over time. The 
communities that the teachers feel part of beyond the school gates have 
EHHQ KDSSHQHG RQ E\ FKDQFH 7KH\ DUH DFFRUGLQJ WR 1HOVRQ µIRXQG¶
communities and are differHQWIURPµFKRVHQ¶FRPPXQLWLHVZKLFKKDYHEHHQ
FRQVFLRXVO\FUHDWHG1HOVRQ:LWKµIRXQG¶FRPPXQLWLHVUHODWLRQVKLSV
develop organically and, as evidenced by this study, echo features of the 
6ZDS¶VIRXUW\SHVRIFRPPXQLW\DWGLIIHUHQWWLPHVLQUHVSRQVH to differing 
needs in their histories of the three schools and their wider communities.  
/DXUHQFHDQG6WHZDUWV¶PHPRULHVRIWKHFRPPXQLW\DQGWKHVFKRROWDNLQJ
on mutually supporting roles when necessary appear to have some 
UHVRQDQFH ZLWK 7RQQLHV¶ GHVFULSWLRQ RI UHODWLRQVKLSV WKDW µDUH EDVHG RQ
SRVLWLYH PXWXDO DIILUPDWLRQ¶ VXFK UHODWLRQVKLSV µFRQVLVW RI PXWXDO
HQFRXUDJHPHQW DQG WKH VKDULQJ RI EXUGHQV DQG DFKLHYHPHQWV¶ 7RQQLHV
2001: 6XFKD UHODWLRQVKLSDQG µWKHVRFLDOERQG WKDWVWHPV IURPLW«¶
according to Tonnies either has  
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real organic life, and that is the essence of community [Gemeinschaft]; 
or else as a purely mechanical construction, existing in the mind, and 
that is what we think of as Society [Gesellschaft] (Tonnies 2001: 217) 
The lives the teachers live outside of the school gates as well as within 
VHHP WREHPRUH WKDQD µSXUHO\PHFKDQLFDO FRQVWUXFWLRQ¶7KH\DUH µUHDO¶
and have evolved over time; they are relationships that have deep 
emotional significance for the teachers in the study. Ava had worked in a 
school that had been closed before moving to Joseph Moore. When she 
described that experience she talked in emotive terms of the crucial 
function she felt that an inner-city school held within its community: 
I think we wanted to save the school more than our jobs, do you 
know? I do because the community there, we felt would have its 
heart ripped out. (Ava, Joseph Moore) 
5.4 Belonging to a community of kinship 
For this group of long-serving inner-city teachers, relationships within the 
workplace comprise relationships with colleagues, with managers, with 
students (past and present), with families of students and colleagues and 
with individuals within the wider community. Multifaceted relationships 
such as these inevitably draw on many layers of teacher identity. The data 
has led me to consider the ways in which long-serving teachers in these 
three schools have combined self and group-identities to create identities 
which have helped to foster a sense of attachment to one place and to 
think about the ways in which these identities are being unsettled by the 
changing environments of these workplaces. 
For these teachers, relationships matter: relational ties are key to an 
LQGLYLGXDO¶V VHQVH RI LGHQWLW\ DQG WR WKeir identification with a close±knit 
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community of people. When these relationships have evolved naturally 
they take on some of the characteristics of familial attachments. The 
boundaries between personal and professional lives become indistinct as 
professional activities merge with non work-related activities.  
In communities, we create our social lives with others who have 
intentions similar to ours. In organizations, relationships are constructed 
for us by others and become codified into a system of hierarchies, roles, 
and role expectations. 
(Sergiovanni 1994: 217) 
Teachers form relationships as they come into contact with different groups 
and these relational ties are not hierarchical. Strong attachments are made 
to students and to their families, to colleagues and their families, and to 
individuals and their families within the wider community. Their sense of 
loyalty and belonging has been strengthened by such relational ties; the 
VFKRRO KDV EHFRPH DQ H[WHQGHG IDPLO\ ZKLFK LQFRUSRUDWHV µPXOWLSOH
UHIHUHQFHJURXSV¶/LWWOHDQG0F/DXJKOLQ. These relational ties have 
been the source of or reservoirs of resilience that have helped individuals 
to stay rooted within the workplace as they feel an attachment to their 
µFRPPXQLW\RINLQ¶(Tonnies 2001: 27). 
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Chapter 6: Metaphorical Findings and Analysis 
6.1 Introduction 
,W¶VWKH%OLW]VSLULW:HFDQDOOGRWKLVWRJHWKHULIZHDOONHHSRXUWLQ
hats on (laughter). (Grace) 
7KLVH[WUDFWIURP*UDFH¶VLQWHUYLHZZDVDQDO\VHGLQWKHSUHYLRXVFKDSWHU
In explaining her experiences of working at Thomas Tunney, Grace used a 
metaphor which compares the camaraderie of teaching in inner city schools 
to the spirit of Londoners in the Blitz during the Second World War. As I 
have read and re-read the data I have been struck by the prominence of 
metaphors in the interviews. Some teachers, like Grace, used metaphors to 
emphasise the esprit de corps of life in their school whilst others, like Frank, 
dreZRQGLIIHUHQWPHWDSKRUVWRGHVFULEHWKHLUH[SHULHQFHVµI just made a 
JDPHRILW¶. This chapter is based upon an analysis of the metaphors used 
by the teachers as they spoke to me about their lives in school and draws 
on some of the literature previously discussed in section 3.5.1 above. The 
findings and analysis are presented in a different way to the thematic 
analyses in chapters four and five, as here, I follow stylistic conventions 
employed when discussing metaphorical analysis (Lakoff and Johnson 2003; 
Cameron 2003). As such this chapter presents a different lens through 
which to view the data and tries to offer further answers to the question, 
why did these teachers stay in these inner-city schools for all or the major 
part of their career.  
The analysis of metaphors used by the teachers in the interviews has 
generated an interesting and potentially rich lens through which to discuss 
the ways in which different teachers view their lives in school. According to 
Liberali, metaphors can help reach an 
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understanding of the ideas and thoughts of teachers about their school 
UHDOLWLHV LQ D EURDGHU VHQVH WKDW LV WKH\ µFDQ VHrve as a tool for 
LQYHVWLJDWLQJWKHZD\ZHFRQVWUXFWUHDOLW\¶ (Elis 2001: 67) 
(Liberali 2008: 269) 
However before I discuss the ways in which these realities may have been 
constructed, it is important to express some caution as to the extent to 
which claimVFDQEHPDGHDERXWXQGHUVWDQGLQJWKHWHDFKHUV¶WKRXJKWVDQG
intentions, especially without recourse to verifying these with them. Steen 
GLVWLQJXLVKHVEHWZHHQµODQJXDJHDVXVH¶ZKLFKLQWKLVFKDSWHUZRXOGUHIHU
WRWKHWHDFKHUV¶ZRUGVLQWKHLQWHUYLHZVDQGµWKRXJKWDVXVH¶ZKLFKKHUH
refers to my reconstruction of the themes behind these words) (Steen 
2006: 39). Steen cautions that any findings which allow for formulating 
LPSOLFDWLRQV IRU WKRXJKW DV XVH PXVW EH µWHQWDWLYH¶  41). 
Consequently the findings that have been presented in this chapter and the 
accompanying discussion of the metaphors used by the teachers are not 
SRVWXODWHGDVGHILQLWLYHFODLPVDERXWWKHWHDFKHUV¶WKRXJKWVDQGUDWLRQDOHV
but rather suggest possible readings of their perspectives and attitudes.  
 
6.1.1 An example of metaphorical clustering. 
To exemplify the methodological procedures that I used to re-analyse the 
study of metaphors in the data, one case study is presented. Howard was a 
teacher at Thomas Tunney. He had been a teacher of Science and was in 
charge of IT across the school. At the time of the interview, Howard was 
experiencing doubts about wanting to stay in the school once it re-opened 
DV DQ $FDGHP\ DQG KLV LQWHUYLHZ HYLGHQFHVKLV µMDGHG¶ DWWLWXGHV WRZDUGV
the school, and the senior management team in particular. He explained 
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that whilst he had been prepared to devote all his energy to the school and 
to the students in the past, however, he was now reluctant to do so; he 
was looking forward to retirement.  
The following table shows some of the metaphors of journeying Howard 
used in his interview. The second column provides a justification for 
identifying the words or phrases as metaphorical with the Vehicle of the 
metaphor italicized. According to Cameron (2003) the Vehicle is a word or 
phrase which is somehow incongruous with the rest of the talk yet 
connections can be made between the meaning of the Vehicle and the 
Topic domain of the on-going discourse. 
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Table 3: Examples of metaphors of jourQH\LQJIURP+RZDUG¶Vinterview 
Extract Vehicle Topic 
Is this the way we want to go? the way, to go 
directions, route which are metaphorical when talking about 
school policies and initiatives 
WORK IS A JOURNEY3 
everybody else in the school was 
stymied 
Stymied 
obstacle in the path, metaphorical when used to indicate that 
FROOHDJXHVFRXOGQ¶WGRDQ\WKLQJRUZHUHSRZHUOHVV 
 
WORK IS A JOURNEY 
others are being driven by the need 
to improve results 
being driven 
moving forward along a route by an external person or force, 
metaphorical when used to describe pressures to get pupils to 
achieve exam results 
WORK IS A JOURNEY 
                                         
3 The convention employed in metaphor analysis is to present the topic in capitals (cf Cameron 2003; Lakoff and Johnson 2003) 
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Extract Vehicle Topic 
I am coming up to the Academy coming up to  
making progress in approaching a destination, used 
metaphorically here to indicate that time is passing and that he 
will be working in the Academy soon  
CAREER PROGRESS IS A JOURNEY 
this is not the move I want to make the move 
change of location, used metaphorically when describing change 
in status and structure of the school  
CHANGE IS A JOURNEY 
a change too far (repeated four 
times) 
too far 
measuring of distance, used metaphorically when describing the 
changes in his working environment 
CHANGE IS A JOURNEY 
the dependence on ICT that seems to 
be the way we are going 
the way we are going 
route or pathway for a journey, used metaphorically when 
describing the increased use of ICT in teaching 
CHANGE IS A JOURNEY 
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Extract Vehicle Topic 
in dire straits in dire straits 
naval terminology for difficult journey though narrow waterway, 
used metaphorically to indicate someone in difficult 
circumstances 
WORK IS A JOURNEY 
 attempt to turn it round turn it round 
change direction, used  here metaphorically to indicate improving 
the reputation of the school 
PROGRESS IS A JOURNEY 
good friends who have moved on 
from here 
moved on from here 
physically made progress on a journey from one place to another, 
here used metaphorically to indicate that friends who have left 
and moved to different schools have made progress with their 
careers 
 
CAREER PROGRESS IS A JOURNEY 
giving way to young blood giving way 
yield the right of way, to step aside, here used to show that he 
and his peers are ready to let younger teachers get on with 
working in the Academy 
giving way to young blood 
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Extract Vehicle Topic 
change upon change upon change, 
not incremental, like a pendulum 
swing from side to side 
like a pendulum swing from side to side 
motion, movement but not free-flowing movement as it is fixed 
and controlled by a central force, here used as a simile to 
illustrate how a series of imposed changes which at times seem 
to be contradictory have been a source of frustration 
CHANGE IS A JOURNEY 
a long-lived government initiative 
and it has had time to get bedded in 
get bedded in 
to plant,  to become fixed here used metaphorically to illustrate 
how new projects need to be given time to work  
CHANGE IS A JOURNEY 
just about getting our social and 
personal life back on an even keel 
on an even keel 
DQDYDOWHUPLQGLFDWLQJDERDW¶VVWDELOLW\GXULQJDVDLOLQJMRXUQH\
KHUH XVHG DV D PHWDSKRU WR HPSKDVLVH KRZ +RZDUG¶V OLIH KDV
sometimes lacked stability because he is regaining a work-life 
balance 
LIFE IS A JOURNEY 
dug in her heels dug in her heels 
is used to describe the action during a tug of war to prevent the 
team being moved or pulled along, used here to indicate that 
+RZDUG¶VZLIH PDGHGHFLVLRQV DERXWZKDW VKHZRXOGDQGZRXOG
not do in relation to her work life balance  
WORK IS A JOURNEY 
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Extract Vehicle Topic 
thus far and no further thus far and no further 
limiting the extent of the journey, here used metaphorically to 
indicate that Howard and his wife would not agree to any more 
work commitments 
WORK IS A JOURNEY 
walking along a cliff-top path literally 
along the edge 
walking along a cliff-top path 
indicating a precarious section of the journey, used 
metaphorically to indicate that Howard at this time was feeling at 
risk and in danger 
WELLBEING IS A JOURNEY 
all I can see or focus on is the next 
immediate step ahead 
the next immediate step ahead 
the next small stage in the journey, here used to indicate that 
Howard could only cope by concentrating on small aspects of the 
job or project at hand at any one time 
WELLBEING IS A JOURNEY 
a step by step experience step by step  
incremental stages in a walking journey, metaphorically used to 
express how Howard has broken down experiences into the 
smallest elements to make them manageable 
WORK IS A JOURNEY 
hopefully I can start to look ahead a 
bit rather than looking down 
to look ahead a bit rather than looking downspatial perspectives, 
here used to indicate that Howard has been feeling in danger and 
wants to be able to feel out of danger and make progress 
WELLBEING IS A JOURNEY 
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The metaphors that have been presented in the table above could indicate 
that Howard conceptualised KLV OLIH DV D WHDFKHU XVLQJ WKH µ/,)( $6 $
-2851(<¶PHWDSKRU7KHQH[WORJLFDODVSHFWRIWKLVLWZRXOGVHHPWRPHLV
to consider the ways in which Howard had navigated this journey. Whether 
he has been a passenger reliant on others or an explorer forging his own 
path could offer some possible insight into the ways in which he has 
reacted to changes and challenges during the course of this working life. 
Whilst the metaphor LIFE AS A JOURNEY seems to have resonance with 
+RZDUG¶VPHPRULHVLWZDVUDUH to find so predominant a convergence on 
one set of metaphors. The range of metaphors that emerged from the 
analysis of the data was categorised by creating clusters of metaphors that 
seemed to share some commonalities. The findings of this analysis are 
presented below. During the process of the analysis it became apparent 
that there were phrases and chunks of texts that though not explicitly 
using metaphors were examples of entailments of the greater over-riding 
metaphorical concept that the teacher was using often unconsciously to 
describe their experiences in school. Cienki defines entailments (drawing 
RQ/DNRII DQG-RKQVRQ¶VXVHRI WKH WHUPDV µLQIHUHQFHVZKLFKDUH ORJLFDO
consequences of a given conceptual metaphoric mapping¶ 5). 
So in the examplHIURP+RZDUG¶VWUDQVFULSWDERYHZKHUH,XVHG/,)($6$
JOURNEY to capture the conceptual metaphor of the interview, his 
description of digging his heels in could be taken to be a metaphor of 
competition in terms of the tug-of-war analogy but as part of the discourse 
of the journey it symbolises a decision not to move forward and as such is 
part of the logical consistency of the journey metaphor. 
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6.2 Metaphors of game playing 
From the close analysis of the interview transcripts, there emerged a range 
of metaphors that the teachers used where they seemed to be viewing 
their experiences as different examples of game-playing and these were 
VXEVHTXHQWO\FDWHJRULVHGXQGHUWKHPHWDSKRULFDOFRQFHSWRI µ7($&+(5$6
GAME-3/$<(5¶ 
- Tacticians 
Some teachers talked about teaching during the interviews as a type of 
intellectual challenge like a strategic game (such as chess) or one in which 
tactics have to be thought out in advance. Grace appeared to be a one 
such tactician ± she enjoyed the intellectual challenge of devising 
strategies for the Learning Support Unit µGHYLVLQJVWUDWHJLHV LVDVJRRGDV
doing crosswords (laughter) it really stretches your mind, you have to get 
WRNQRZDFKLOGUHDOO\ZHOODQG\RXGRQ¶WRIWHQKDYHWLPHWRGRWKDWWRZRUN
out what their problems are and then you have to think how to solve it... 
LW¶VUHDOO\TXLWHH[FLWLQJDFWXDOO\,W¶VQRWDQH[SHULPHQWEXW\RXGRVHH LI
WKLQJV ZRUN DQG XVLQJ DQ LQVWLQFW ZKLFK SHUKDSV \RX ZRXOGQ¶W JHW WKH
FKDQFHDQ\ZKHUHHOVHZRXOG\RX"¶ 
Ava also positioned herself as a tactician, a game player who strategically 
chose where to play; µ,¶PQRWVRPHERG\ZKRFOLPEVODGGHUVDQGJHWVSRVWV
\RXNQRZ,¶PQRWYHU\DPELWLRXV,¶PQRWDYHU\DPELWLRXVSHUVRQEXW,¶P
DPELWLRXVLQP\FODVVURRPDQG,WKLQNWKDW¶VZKHUHLWFRXQWV¶ 
In order to be a successful strategy game player, one has to understand 
the rules of the game and perform well within the confines of these rules or 
NQRZHQRXJKDERXWWKHPWRVXEYHUWWKHPWRWKHSOD\HU¶VRZQDGYDQWDJH
For Ava, her understanding of the rules of the game allowed her to 
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rationalise challenges that she has had to face during different phases of 
the game. For example, she justified WKH/RFDO$XWKRULW\¶VGHFLVLRQWRFORVH
the school by the rules of the game which in this case were politically 
JRYHUQHGµbeing recognised by Ofsted before we closed that we actually 
ZHUHDJRRGVFKRRO$QGZH UHVLJQHGRXUVHOYHV WR WKH IDFW WKDW LWZDVQ¶W
that we were poor teachers; it was political, the reason, why in the end we 
did close¶. 
Liz appeared to accept the rules of the game and knew it was a game she 
could achieve success with, µ,¶YH KDG VRPH YHU\ JRRG UHVXOWV¶ She 
exhibited some elements of the game-playing tactician in her role on the 
Senior Leadership Team when she discussed how to raise achievement: 
µKLJK-lighting the zero-WROHUDQFHJURXSV¶µ,¶YHPHWZLWKWKH/($WRGHYHORS
VWUDWHJLHV¶ µWKHUHDUHD ORWRIFKLOGUHQWKDW\RXKDYHWRDFFHSW\RX¶UHQRW
going to win with¶. 
$WWLPHVNQRZLQJWKHUXOHVRIWKHJDPHLVQ¶WHQRXJKDQGRQRFFDVLRQVRPH
game-players feel the need to challenge the authority of the game. For 
example, Grace appeared happy to play the game when she was playing 
for herself but when she felt students were being forced into a game which 
had inequitable rules she questioned these rules RQ WKH VWXGHQWV¶EHKDOI
LPSORULQJWKRVHLQFKDUJHµOHW¶VEHIDLU¶ She drew on this sense of injustice 
within the game µLW¶V MXVWDQRWKHUZD\RI FKHDWLQJ WKHPUHDOO\ LVQ¶W LW"¶ in 
her description of the ways in which children from deprived areas who went 
to her school were being hard done by because of the paucity of resources 
available to them. 
James described his experiences of teaching as being in a war like situation 
with unfair conventions. There are many tactical games which aim to re-
create war scenarios in which players have to employ different strategies 
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according to the roles they hold within the game; one such example is the 
ERDUGJDPH5LVN-DPHV¶ZDVDSDVVLYHUROHKHDSSHDUHGWRODFNDJHQF\
he presented himself as a foot soldier responding to orders and decisions 
made from above (within and external to the school). He talked of being hit 
and of receiving blows when the school was inspected: µ6SHFLDO0HDVXUHV
KLWPHTXLWHEDGO\¶µ,KDGWKDWVOHGJHKDPPHUEORZ¶When he referred to a 
headteacher with whom he had had a particularly difficult relationship and 
ZKRGHOLYHUHGWKHµVOHGJHKDPPHUEORZ¶he described KLPDVµthe new head 
ZKR KDG EHHQ KHDGKXQWHG LQ¶ (According to the Oxford Dictionary, 
µKHDGKXQWHG¶ LV D WHUP XVHG LQ VSRUWV WR GHQRWH D particularly rough or 
violent player). As a result James explained WKDW KH KDV µbeen battling 
DJDLQVW DOO VRUWV RI RGGV¶ and that this had been µlike a personal sort of 
FUXVDGH¶. He spoke of changes in his role and status (over which he 
perceived he had had no control) as losses µ, ORVW WKH KHDG RI XSSHU
school....I have lost management kudos...I am now going to lose one of 
WKHSRVWVDVZHOOZKLFKPHDQV,¶OOEHORVLQJWZRWKRXVDQGSRXQGV¶He used 
imagery associated with the foot soldier when he explained that through 
HGXFDWLRQWKHVWXGHQWVµDUHNLWWHGRXWIRUOLIH¶ 
Greg also described EHLQJLQ6SHFLDO0HDVXUHDVEHLQJLQDZDU]RQHµthey 
UHDOO\GLGKDPPHUPLGGOHPDQDJHUV¶However for Greg it was not a war in 
ZKLFKHYHU\WKLQJZDVORVWµI won that bit of WKHEDWWOH¶He described life in 
school under the present head as a contrast to life under the previous head 
GXULQJ6SHFLDO0HDVXUHVµZH¶YHJRWWKHSHDFHWKDWZHZDQW¶ 
When talking about the planned change to the school (the proposed closure) 
Stewart drew on war metaphors to explain his feelings. He described the 
school as the µODVWEDVWLRQRIKRSHIRUWKHDUHD«DSODFHRIFDOPDQGUHIXJH
IRUERWKWKHSDUHQWVDQGWKHNLGV¶He expressed concern that the students 
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ZRXOGQ¶WILWLQWRWKH µUHJLPH¶of the proposed new Academy and using the 
horse riding, or cavalry, semantic field he described the new authorities 
getting µKROGRIWKHUHLQV¶ DQGWDNLQJKLVIRUPHUWHDPRQµthe course that 
VXLWVWKHP¶ 
*UDFH¶VLQWHUYLHZGUHZ on the comradeship implicit in many war metaphors: 
µ,¶OO PLVV WKDW VRUW RI FDPDUDGHULH 8QIRUWXQDWHO\ EHFDXVH WKH\ VKRUWHQHG
the school day a bit of that was lost you know because you do need each 
other for support because there is nothing like when somebody has been 
really ghastly to you is there knowing that everyone else is in the same 
ERDWDQG,WKLQNWKDWWKDW¶VXQLTXHWRFLW\VFKRROV7KHUHLVD'XQNLUNVSLULW
we are all in this together, we all understand how each other is feeling and 
,GRQ¶WWKLQNWKDWWKDWDSSOLHVYHU\PXFKHOVHZKHUH¶Grace drew on iconic 
PHWDSKRUV RI µEURWKHUV LQ DUPV¶ IDFLQJ FRPPRQ DGYHUVLWLHV ZLWK KHU
teaching colleagues had strengthened her bonds to the team and a 
commitment to win the battles together.  
 
- Jugglers 
With the exception of Grace, the tacticians above have all been solo game 
players. Another solo player is the juggler. As the term suggests jugglers 
have achieved a degree of success within the game by being able to juggle 
or balance a range of competing demands on their time and resources. For 
example, Ava dealt with crises and challenges by juggling her priorities. 
She spoke of the difficulties of being an only child of sick and elderly 
parents; she also had two children and a husband who worked night shifts. 
The balance required to cope with all of these WKLQJVµprevented me from 
FOLPELQJ DQ\ ODGGHUV«, VKRXOG KDYH JRQH IRU SRVWV EXW ,¶G JRW VR PDQ\
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pieces of baggage.¶ 6KHGLGQRW allow these circumstances to negatively 
define her, µ, EHFDPHDYHU\JRRG MXJJOHU ,EHFDPH WKLVH[SHUW WKDW MXVW
caught people DVWKH\GURSSHG¶Ava appeared to see the benefits both in 
her professional and personal life to this ability to juggle competing 
demands on her attention: µI was definitely a better mum from knowing 
children; I was definitely a better teacher for having children so it was two-
VLGHG<HVLW¶VPDGHDELJGLIIHUHQFH LQGLIIHUHQWZD\VWRPHDQG,ZDVD
EHWWHU WHDFKHU IRU EHFRPLQJ D PXP , WKLQN¶ Ava also was constantly 
juggling her identity µ3HRSOHZRXOGQ¶WUHFRJQLVHPHLQDFODVVURRPWRZKDW
,DPVRFLDOO\¶ 
In his interview, Cliff also drew on the teacher as juggler metaphor when 
he reflected on his experiences, explaining that at times, he has had to re-
balance or re-prioritise work activities because they were in danger of 
taking over his social and family life.   
 
- Lone warrior/ Adventurer 
Frank seemed to conceptualise the world of teaching as a game of chance, 
where winning the game is a good and desirable option. However playing 
the game involves a compromise of principles as it accepts the rules of the 
dominant ideology. Frank appeared to manage WKLVE\SUHVHQWLQJµZLQQLQJ
PRYHV¶DVXQLQWHQWLRQDOFRLQFLGHQWDOµ,¶PQRWDPELWLRXV,¶PWU\LQJQRWWR
JHWDQ\ZKHUH¶(he was an Assistant Headteacher); or as deliberate acts of 
cheating or manipulating the system, µWo be fair to myself, I think I have 
been fairly consistent; the first full inspection I set myself some 
challenges...I went through with no policies as a Head of English, I did 
cheat a bit I had some Strategy statements but I would not do the policies 
so I just made a game of it¶. This allowed to him to keep face with his work 
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colleagues whilst achieving success within the rules of the game; µ,KDYH
PDQDJHG WR JHW DZD\ ZLWK LW¶. He had had to take risks and these had 
usually (though not always) paid off; µQR-one has come in with a little 
clipboard and caught me out¶. His interview was full of contradictions and 
tensions which could be read as part of his game-SOD\LQJµrecently I went 
to (Name of Head) because of the Academy and I said I am politically 
opSRVHG WR$FDGHPLHVEXW ,¶PGHWHUPLQHG WRJHWDMREGRZQ WKHUHDQG ,
said how shall I place myself for this Academy?¶)UDQN¶Vuse of metaphors 
suggests that he was a solo game-player who was not necessarily 
motivated by feeling part of a team; he positioned himself as a lone warrior 
and the hero of his own game narrative (many computer and video games 
IHDWXUH VXFK SURWDJRQLVWV )UDQN¶V view of the goal of education was to 
µturn out people who are happy and subversive...who will feel a bit more in 
charge of WKHLU RZQ OLYHV¶ He treated the interview, I would argue, as a 
game in itself. He retained agency throughout and this is an example of the 
way in which he conceptualised the world of teaching: µ\RX PDNH LW D
JDPH«\RXMXVWILQGZD\VRIPDNLQJLWLQWHOOHFWXally interesting because you 
refuse this passive subordinate role all the time¶.  
In his interview, Gary seemed to exhibit characteristics of a lone 
protagonist. He appeared to want to be perceived as very successful but 
wanted to also be seen as different, µthe fact that I can talk to students, 
can mess about with students, can get away with things that other staff 
cDQ¶WWKHVDPHZLWKWKHSDUHQWV¶. He portrayed himself as not being afraid 
to take risks and to challenge something he did not believe in. µ7Ke roles I 
have had within the time have been numerous and varied, head of PE, 
second in PE first, head of year, head of upper school which was KS4, 
DFWLQJGHSXW\GLGQ¶WOLNHWKDWEHFDXVH,OLNHWRJHWWKLQJVGRQHDQG,GLGQ¶W
really get on with the head, at the time we just had different ways of 
212 
 
working, dropped back down again to the head of PE¶. He was not afraid of 
new challenges and appeared to be proactive; seeking ways of making the 
situation better if he felt it needs to be. At times this meant he went 
against the rest of his team or the designated leaderµIrustration when you 
are working with someone who is really senior who you think is not doing 
their best for the school. And obviously I am talking headteachers or 
deputy headteachers and it is so IUXVWUDWLQJ2NWKHUH¶VZD\VURXQGLWEXW
it¶s unpleasant but sometimes it has to be done so you go to governors 
instead. When the headteacher pleads with you not to go to a governor 
over certain key issues, ok yes, I understand what he is saying but I am 
still going because I feel it has to be done¶. He presented the rules of the 
game as not applying to him: µZHZHUHLQVSHFLDOPHDVXUHVEXWQRWIRU3(¶
He was very confident and liked WRVWDQGRXWIURPWKHFURZGµ,¶PNQRZQIRU
being honest, hard-working, GLIIHUHQW EXW DOVR H[FHOOHQW¶ and to be 
perceived as risky and different: µ, KDYH GHYHORSHG IURP EHLQJ D ERULQJ
quiet monotone teacher to being a very weird teacher who will do things 
RWKHUWHDFKHUVZRQ¶WGR¶. He enjoyed subverting the rules of the game. His 
aim to be perceived as different, as an individual, also appeared to drive 
the ways in which he viewed the schoolµother achievements? Making sure 
that Joseph Moore is different, I am not going to say we are better than 
anybody but we are certainly difIHUHQW¶. He perceived that he is the only 
one who can help the school achieve this: µKow have I gained? Quite a bit 
of a reputation locally within PE¶. 
The final rule of the game was to become an Academy. Gary, as a lone 
voice, was thinking of going behind the back of the leaders of his team in 
order to get what he wanted, which was the Academy to maintain the 
Sports specialism that Joseph Moore had but that the sponsor waVQ¶W
prioritising: µVRQRZ,DPGHFLGLQJLI,DPJRLQJWRPDNHDIXVVDERXWLWDQG
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spoil my chances of a job there but I would need to email the Sports 
6FKRROVWUXVWLQ/RQGRQ¶. 
 
- Team players 
The most frequently used metaphor was that of teaching being a team 
game with colleagues and students being team players often facing 
common adversities. Liz seemed to exhibit characteristics of the team-
player, especially when she reflected back to her early days at Bernard L 
Stone. She began her teaching life by being part of a team she trusted (her 
marriage to a teacher within the school was the first incarnation of the 
µWHDP¶µEHLQJD\RXQJPDUULHGFRXSOHZHGLGPRVWWKLQJVWRJHWKHUVRLI5
ZDVLQYROYHWKHQVRZDV,¶µRXUOLYHVVHHPHGWRUHYROYHDURXQG%ernard L 
Stone DWWKDWWLPH¶µ,¶YHDOZD\VKDGWKLVDVVRFLDWLRQZLWK%ernard L Stone¶. 
This small team of two expanded to incorporate students and staff and 
over time she formed a very close team built upon strong bonds of trust: 
µThe children always struck me as being open and friendly and they just 
DFFHSWHGPHDV0U;¶VZLIHDQG,WUXVWHGWKHP7KHy came into my home; 
I trusted them with my children so I suppose I had a good relationship with 
WKHP¶ 
When reflecting on the processes and decisions involved in closing Bernard 
L Stone/L]¶VGLVFRXUVHZDVWKDWRIDSOD\HUZKRNQHZWKHWHDPVKHZDV
part of waVXQGHU WKUHDW µ, IHHO OHWGRZQEHFDXVH WKH\¶YH FKDQJHG WKHLU
PLQG7KH\¶YHSXOOHGWKHZRRORYHURXUH\HV7KH\¶YHFRPHLQDQGWKH\WHOO
XVRQHWKLQJDQG«WKH\¶YHFKDQJHGWKHLUPLQGV¶. She talked of the rules of 
the game changing and of losing because of unfair rules and an uneven 
playing field: µVo I do feel let down by the LEA for not being honest with us. 
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7KH\VDLGWKDWRXUQXPEHUVZHUHQ¶WELJHQRXJKEXWWKHQWKH\DOZD\VNQHZ
WKDW7KDWZDVQHYHUDQLVVXHWREHJLQZLWKVRZKDW¶VFKDQJHG"7KH\WKHQ
VDLG LW KDG WR EH VFKRROV LQ FKDOOHQJLQJ FLUFXPVWDQFHV « DQG WKHQ WKH
goverQPHQWFKDQJHGWKHERXQGDULHV«Of course they (the new Academy) 
are successful. They went grant maintained twelve years ago and got a lot 
RI PRQH\ $QG DOWKRXJK WKH /($ ZRQ¶W DGPLW it, they have their own 
admissions policy and I know that they do. And they will not have kids in 
WKDW WKH\GRQ¶WZDQW , NQRZ WKDW WKH\VD\ WKH\ZLOO WDNH LQ /HYHOVEXW
WKH\RQO\WDNHLQWKHZHOOEHKDYHG/HYHOV:K\FDQ¶WRXUFKLOGUHQWUDQVIHU
to the DFDGHP\"¶DQGODWHUVKHWDONHGRIWKHQHZVFKRROµpoaching our staff. 
,GRQ¶WWUXVWWKHPDWDOO¶. 
Dean also drew on the concept of teacher as team player. He talked about 
the social elements of working together at BLS, of pulling together as a 
team, of the FRPUDGHVKLSµwe had staff cricket and football; we had staff 
mixed hockey; we had staff playing football on a Friday night. There was a 
lot of social events going on and people got to know each other and 
VXSSRUWHDFKRWKHU¶ He described new pupils having to adjust as the team 
HWKRVKDGDQHIIHFWRQWKHPRYHUWLPHµyou see them wear down and fit in 
and change. And I like to see that because it means we are getting to 
them¶%XWDWWKHWLPHRIWKHLQWHUYLHZWKLVWHDPDWPRVSKHUHZDVXQGHU
threat; it was fading: µWKHUH LVQ¶W D IHHOLQJ RI WRJHWKHUQHVV LQ %HUQDUG / 
Stone now. Before there was a Bernard L 6WRQHIHHODERXWWKHSODFH¶He 
VSRNH RI WKH µFRQWLQXRXV EDWWHULQJ WKDW WKH VFKRRO WDNHV¶ because he 
conceptualised the experience of working to meet imposed whole-school 
targets as having to compete within the sporting metaphor of league tables: 
µwe are bottom of the league¶. 
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Ava began our discussion by subverting the rules of the game of the 
interview discourse µ, ZDV JRLQJ WR DVN\RX WKDW¶ and asserted her team 
allegiance as counter to what she believed was P\RZQµyou were our arch 
ULYDOV¶. Ava positioned herself as a team player whether this was in a two 
person team (her and her job-VKDUH SDUWQHU µwe batted ideas off each 
RWKHU¶ and when they were struggling to succeed in the game they 
VXSSRUWHGHDFKRWKHUµmy job-share person she knew we could do it she 
needed to tell me that she was my sort of jiminy cricket on my shoulder 
µZHFDQGRWKLV¶DQGZKHQVKHZDVGRZQ,GLGWKHVDPH¶; or as part of the 
larger team of the whole staff. When she spoke of her old school closing 
she used OLIH DV ZDU JDPH PHWDSKRUV µZH DOZD\V WKRXJKW ZH¶G ZLQ
VRPHKRZ¶µZHSURWHFWHGDQGERRVWHGHDFKRWKHU¶µ¶LI\RXJRWDZHDNQHVV
and there was a problem, there was somebody there to back you up and 
defend you or stand along beside you¶. Moving to a new school she initially 
struggled to find team mates µLW ZDV D EDWWOH , GLGQ¶W NQRZ QDPHV«,
PLVVHGWKHFDPDUDGHULHRIP\VWDII¶ 
Marilyn used the teacher as team-player to explain how she and her 
colleagues found strength in a shared experience: µWKH VWDII DOO VWLFN
WRJHWKHU¶HVSHFLDOO\ZKHQIDFLQJDGYHUVLW\µZHMXVWNHHSJRLQJGRQ¶WZH"
And I think really the spirit of Bernard L Stone can be summed up in the 
last meeting when we had a chance to fight the closure and when thirty or 
forty of us went to fight it and no other school turned up¶. 
Stewart described how being part of a team had positive outcomes for the 
school, µin the staff room everybody rallied round and got on with the joE¶. 
He believed that the existence of a strong team of adults in the school had 
knock-on benefits for the wider team which incorporated the student body 
WRRµeverything has to fit in together to get the best out of everybody. If 
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there is any conflict anywhere down the line then the kids are going to 
VXIIHUDVZHOODVVWDIIPRUDOH¶ When there have been difficult experiences 
(specifically, extreme circumstances like the death of colleagues and 
students), he believed that facing these challenges together had 
strengthened the team: µEut, again, they are lows but sometimes going 
down that far brings everybody back together again and so you come 
together and are perhaps stronger afterwards. I think that is the case after 
the last one as well and I think the school is now stronger than it has been 
for many years¶. 6WHZDUWVSRNHRIKDYLQJWRWDNHWLPHRIIZRUNVD\LQJKH¶G
had his µSUREOHPV¶ DQG µlong-WHUP LOOQHVV¶ Feeling that he was part of a 
WHDPKHOSHGKLPWKURXJKWKHVHWLPHVµtKHDPRXQWRIVXSSRUW,¶YHKDGKas 
been amazing. I could never have come back after long term illness in 
another school but this school will just put you at your ease almost 
immediately. Everyone rallies round and they still do¶. For Stewart, his 
team drew further strength from the diverse influences that individuals 
EURXJKWWRLWµwH¶YHJRWVWDIIWKDWFRPHIURPDOOTXDUWHUVRIWKHZRUOGDQG
E\DQGODUJHZHDOOJHWRQUHDOO\ZHOO$QG,¶GKDYHWRVD\WKDWRIWKH
NLGVDUHIDQWDVWLFDQGWKH\¶YHDOZD\VEHHQIDQWDVWLF± LW¶VRQO\WKDW that 
let us down or themselves down¶. 
Stewart challenged the rules of the game if he felt his team were being 
unfairly treated. He explained what he saw as the iniquity of the authorities 
changing the rules of the game to suit themselves and to disadvantage his 
WHDPµI think if we had the last inspection framework from the start we 
would have passed it each time with flying colours. But each time it was a 
new framework ± the goal posts move every time¶.  
Stewart ended the interview by justifying why his team had started to 
break apart: µ,FDQXQGHUVWDQGZK\VRPDQ\SHRSOHKDYHMXPSHGWKHJXQ
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and gone. If I was a young teacher I would be doing exactly the same 
thing¶. 
For Stewart, the role of education was to create team-players who would 
be an asset to society by making positive contributions and supporting 
each other: µ0\LGHDRIHGXFDWLRQIRUWKH\RXQJVWHUVKHUH LVWRJLYHWKHP
the opportunity to better themselves. To give them the necessary skills 
that they are going to need to become worthwhile adults: to be able to 
contribute; to raise their own families; to support their extended families; 
to keep out of trouble; to avoid crime. And just generally make a better life 
IRUWKHPVHOYHV7KDW¶V what education should be about¶. 
,VDEHO¶V WHDP PHPEHUVKLS DSSHDUed to be motivated or driven by her 
SROLWLFDO LGHDOV µ, OLNH WKHNLGVDQG ,VXSSRVH , OLNHZKDW, NQRZDQG,¶YH
got my area very well sorted and I have a good team to work with. I really 
enjoy teaching and I think that my lessons are good. I like my colleagues 
EXW , DOVR KDYH D VWURQJ VRFLDO VHQVH DQG , WKLQN WKLV KDV JURZQ ,¶YH
always been quite left wing and I want everybody to have a good quality 
education wherever they come from and whatever their background¶. 
Isabel knew that the team needed to be nurtured if it was to evolve and be 
VWURQJHQRXJK WRZLQ µadd a person to talk to everyday. And it could be 
anybody and you might be the only person in their day who has had a 
conversation with them. Or choose a person for a week or so and always 
single them out when you see them and say hello¶. She understood that 
the game was a difficult one µ,NQRZ,HQMR\LWKHUHEXW\RXKDYHWREHRQ
your guard all the time: really prepared; really on the ball¶. Her comments 
about being there for the children - µI think I am the sort of person who 
ZRXOGKDYH WLPH IRU NLGVDIWHU VFKRRO LI WKH\ ZDQWHG WR FRPH LQ¶ - were 
more about looking after her team members than being an advocate/ 
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counsellor (see below) because she was not portraying the children as 
victims and seeking them out to protect them, rather she wanted to be 
there should they choose to talk to her. 
Greg drew on aspects of the team player to explain why he had stayed and 
why he had been happy at Joseph Moore. He enjoyed being part of a well 
led team: µWKHUHLVa much more relaxed feel to the place and I think also 
EHFDXVHWKHVHGD\V LWLVDPDQDJHPHQWWHDP LW¶VQRW OLNH\RX¶YHJRWRQH
KHDG WR KDYH D JR DW \RX¶YH JRW D PDQDJHPHQW WHDP¶ His faith in the 
present team captain (the head) and the leadership team meant that he 
felt he could FRSHZLWKFKDQJHµiI\RX¶UHKDSS\ZLWKWKHVLWXDWLRQVRLIWKH\
say this has got to be done and you know the systems are in place and you 
are controlling it its not a problem...every change might be imposed but if 
there is no preparation for the change I think..the powers that be have 
OHDUQW E\ QRZDQG HYHU\WKLQJ LV VR GLIIHUHQW¶ The proposed move to an 
Academy in his opinion would be a positive one because of the people he 
worked with. He valued and he enjoyed being part of a good WHDPµa lot of 
WKHVHSHRSOHZLOOEHWKHOHDGWHDPEHFDXVHWKH\KDYHGRQHVRPXFK¶So 
he drew strength to accept and deal with change because of his faith in the 
team of which he was part. 
 
- Coaches 
Another sub-VHWRIWKHFRQFHSWXDOPHWDSKRULFDOILHOGµWHDFKLQJDVJDPH¶LV
µWHDFKHUDVFRDFK¶*DU\HPERGLHG the role of coach both literally (he runs 
school sports teams) and figuratively. He talked of working with other 
teachers using the discourse of a coach. µ,W¶VDELJKLJKWKDWZHKDYHQR3(
advisor in [Name of city], there is nobody but it is myself that gets 
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regularly invited to the Heads of PE meetings, it¶s probably experience 
more than anything else, to act out a partly advisory role. The same with 
teachers from other schools, they email me which is YHU\QLFH¶ µ, IHHO LW
has to be done and because the rest of the staff or my staff feel it has to 
be done. So as a team I need to be seen to be pushing forward what they 
wish¶. 
Special measures provided opportunities for him to develop this coaching 
role further: µ\ou carry on as normal but you have to become a teacher-
FRDFKVR,¶YHJRW WKUHHRUIRXURWKHU WHDFKHUV WKDW ,ZRUNZLWK¶  µ$QG LQ
certain situations like that there are three or four other departments across 
the city that work with me or have asked me to work with them¶. 
Through her discourse, Ava also emerged as a coach figure µZHQRZFRDFK
SHRSOH¶µ,KDGKLJKH[SHFWDWLRQVIRUHYHU\ERG\ to succeed as well as they 
can¶. She portrayed herself as a coach figure for the students too, µ, IHHO
someboG\QHHGVWRIO\WKHLUIODJ7KH\QHHGVRPHERG\LQWKHLUFRUQHU¶ 
Grace described situations where she had to support other members of her 
team (her colleagues) and sometimes this involved µUHVFXLQJ¶ WKHP µthe 
WKLQJ LV \RX NQRZ \RX¶UH DOLYH \RX UHDOO\ DUe alive because you are 
humiliated and you have to learn to take humiliation without flinching and 
you are made very happy and you are made tearful as I have been but I 
mean in classrooms the number of times I have to go into classrooms and 
rescue staff whR DUH WHDUIXO DQG , WHOO \RX ZKDW SHRSOH WKDW GRQ¶W GR LW
QDWXUDOO\VKRXOGQ¶WEHGRLQJ LW¶This could also be interpreted as a Strict 
Parent characteristic of her identity (see below). However the difference is 
that she wasQ¶WEODPLQJLQGLYLGuals for not coping rather she was blaming 
the system for allowing them to struggle in the ways they did. This defence 
of her colleagues/ team mates positions her in the coaching role.  Grace 
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appeared to thrive on the unpredictability of the game which at times could 
sHHPGDQJHURXVµyou know in actual fact you are always on the edge of a 
NQLIH«7KHWURXEOHLVWKHFKLOGUHQDUHXQSUHGLFWDEOH«DQG\RXQHYHUNQRZ
VRWKLQJVOLNHWKDWDUHHQRUPRXVO\VWUHVVIXOVRLW¶VEHLQJDEOHWRVWDQGWKDW
not knowing what your day is going to be like¶. She used this to motivate 
KHUWHDPPDWHVµ,DOZD\VVD\WRVWDIILW¶VQRWERULQJLW¶VQHYHUPXQGDQH
it is exciting and that is rewarding.  The one [thing] I do think is that you 
really have to be able - DQG,GRQ¶WPHDQWKH\GRQ¶WKDYH to respect you -
EXW\RX¶YHQRWJRWWRZDQWWRZLQWRRPXFK'R\RXNQRZZKDW,PHDQ"¶ 
Liz in her SLT role seemed to embrace the coaching characteristics µI do 
feel that we have some inexperienced staff who find some of our children 
very difficult. It is KDUG LVQ¶W LW" 7R JR LQWR FODVVURRPV « DQG \RX VHH
FKLOGUHQQRWGRLQJDQ\ZRUNRUEHLQJHQJDJHGLQZKDWWKH\DUHGRLQJ,W¶V
very difficult to do anything without undermining the classroom teacher but 
,GRJRLQ«,PHDQ,ZLOOVD\WRVWDIIµ6KDOOZHVLt down and discuss how 
WKLQJVDUHJRLQJ"¶¶ 
During his interview, Mick appeared to interpret life and work events as 
stages in a game, knew what the rules were and knew how to break them 
to his advantage; however the game of teaching had taken over the other 
games in his life, so this was now the only game that he played. He had 
been successful in the game, µUHDOO\ RQ WKH EDOO¶ µJRW D VWURQJ WHDP¶ 
therefore though at some cost (poor health through blood pressure 
problems which were like a µZDUQLQJ VKRW¶) with the result that he still 
played the game but he had moved into a coaching role to let the younger 
players have more direct action. 
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- Game-players and agency 
+DYLQJWKHµWHDFKLQJDVJDPH¶PHWDSKRUDVDQXQGHUO\LQJFRQFHSWDSSHDUV
to allow some teachers to claim agency for over-coming adversity/ 
challenge. For example, Ava saw Special Measures as another challenge 
within the parameters of the game and this appeared to give her the 
SHUVSHFWLYHDQGGLVWDQFHWRZRUNRXWKRZWRVXFFHHGLQWKHJDPHµOh god 
I have been in Special Measures for longer than that, it seems like forever, 
and each hoop they asked us to jump through we did! And yes, yes fine 
they came and said what a good job we were doing but when it came down 
to the nitty gritty we just missed the mark you know? And it made me 
ZDQWWRJLYHXSDWRQHSRLQWDQG,NHSWWKLQNLQJµQRLW¶VQRWJRLQJWREHDW
PH¶ODXJKV. I think it was I am a bit of a bull like my star sign so I am a 
bit stubborn¶µ,¶PEHWWHUWKDQWKLV,¶PHVWDEOLVKHG,FDQGRWKLV, just had 
to dig deep inside my RZQSHUVRQ¶ 
Grace seemed to understand that part of the game was knowing that every 
little battle did not have to be won in order to win ultimately. She allowed 
herself to lose occasionally. This again gave her a sense of agenF\ µyou 
know if you want to win too much if you want to be the teacher, like some 
SHRSOH GR , WKLQN \RX FRXOG EH YHU\ XQKDSS\ EXW LI \RX¶UH SUHSDUHG WR
DFFHSWWKDW\RX¶UHJRLQJWRKDYHIDLOXUHVDVZHOODQGQRWWDNH LWWRRPXFK
WRKHDUW«,WKLQND ORWRI SHRSOHZKRWDNH LWKRPHLW¶VEHFDXVHWKH\DUH
WDNLQJLWWRRSHUVRQDOO\:RUNLQJZLWKFKLOGUHQOLNHRXUVLW¶VQHYHUSHUVRQDO
As VRRQDVLW¶VKDSSHQHGLW¶VJRQH¶. 
:KHQ ,VDEHO¶V WHDP ZDs under attack (from external pressures) she 
reacted strategically rather than becoming a victim with no agency. She 
rationalised WKH VLWXDWLRQ µwhen you talk to people who are in other 
schools ± county schools ± WKH\GRQ¶WDSSHDUWREHGRLQJDORWRIWKHWKLQJV
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that we are doing here. You talk about some initiatives and it is all new to 
them. I think that maybe the senior management team feel that we need 
to over compensate. Because we are judged on our results we are always 
ORZGRZQDQGZH¶YHQHYHUTXLWHILWWHGWKHELOOZKHQ2IVWHGKDYHEHHQDQG
looked at us. And yet the quality of teaching has been something like 96% 
good or better but the results are still not reaching the standards. So why 
is that? So we must have some weaknesses but really they have been 
ZHDNQHVVHV WKDWZHFDQ¶W VROYH7KHDWWHQGDQFHSUREOHPLVDKXJH LVVue 
DQG WKDW LVQ¶W WKHIDXOWRI WKH WHDFKHUV WRP\PLQG ,W LVQ¶W WKH WHDFKHU¶V
responsibility to sort that out but we feel that we need to put another ten 
measures in place to try and make things better¶. She also knew that she 
had to protect herself and seemed to have WKHVWUHQJWKWRGRVRµyou have 
to look after yourself¶. 
 
6.3 Metaphors of championing 
At times the teachers drew on metaphorical concepts that, although linked 
to the metaphorical field of game-playing, did not involve the teachers as 
actors within the game. Instead they metaphorically move to the sidelines 
and take on the role of champions of the students. An example of this is 
where teachers place themselves outside of the game and become 
cheerleaders for the students.  
- Cheerleader 
Stewart was one example of a teacher who described some of his 
experiences by drawing on the metaphor of teacher as cheerleader. In 
discussing his earliest memories of the school, Stewart described the 
children as seeming to be very naïve and he portrayed a picture of them 
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playing games in ways in which children in other schools did not. µthe 
pupils seemed to be behaving in a very young way: there were kids 
UXQQLQJDURXQGSOD\LQJZKHUHDVLQDOOWKHRWKHUVHFRQGDU\VFKRROV,¶GVHHQ
they just stood around talking but here they actively played and they still 
GR¶. This evocation of the students as playing games sheds light on one of 
the ways in which he conceptualised his role in school ± as the adult who 
needed to help them with the game playing. Stewart portrayed part of his 
role in school was to act as a kind of cheerleader for the studentsµIt just 
shows what the kids from this area can really do when they put their minds 
to it. They need a lot of jogging along but they do get there eventually if 
people are patient enough to stick with it¶. And for Stewart this 
cheerleading role involved speaking out against unfair pressures that were 
put on the children. µ,FDQ¶WSXWP\ILQJHURQLWEXWWKHUHLVQRZDKDUGFRUH
HOHPHQWWKDWMXVWDUHQ¶WLQWHUHVWHGQRPDWWHUKRZPXFK you cajole or try to 
tempt them ± WKH\DUHMXVWQRWLQWHUHVWHG:HGLGQ¶WUHDOO\H[SHULHQFHWKDW
in the past. We usually would find a way through but there again the 
targets that a lot of them had were much lower and they were achievable. 
The targets that DORWRIWKHPKDYHQRZDUHQ¶WDFKLHYDEOHZLWKLQWKHWLPH
IUDPHWKDWZH¶YHJRW¶This change in external pressure was a recent one. 
µ,W¶VDOOH[WHUQDOWDUJHWVGULYHQQRZZKHUHDVJRLQJEDFNWZHQW\-five years 
or so we were looking at trying to motivate the kids to want to stay in 
school whereas now ± although we still want to do that ± we are 
constrained by what we have to teach. I think there has been a step 
backwards in that. We have so many kids with special needs and home 
FLUFXPVWDQFHVWKDWGRQ¶WOHQGWKHmselves to proper learning and they are 
the ones that are really missed out here, I think¶. 
Isabel employed the cheerleader metaphor at times in her interview and 
she talked about helping them to do well in the game of results and league 
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tables: µI think we understand the children here and work hard. I think 
they really benefit from being in a small school where everybody knows 
everybody. I think there will be some lost little souls in a school of two 
WKRXVDQG«ZKHQ , WKLQNDERXW WKHPHQWRULQJ WKDWJRHVRQ here with the 
children at Key Stage 4 it really helps children who are perhaps very 
borderline to achieve. I cannot see that there will be the time and 
resources for those children in the same sort of way. The bright children 
will do well I¶PVXUHEXW,TXestion whether the very borderline children will 
do as well¶. 
Some of the teachers, such as James in the following example,  used the 
discourse of cheerleading when talking about working with the students in 
classroom, cheering them on to success: µrewards, praise let the kids see 
WKDW WKH\DUHDFKLHYLQJDQGVKRZWKHPZKHUH WKH\KDYHJRW WRJRQH[W¶ 
Similarly Mick dipped in and out of the cheer-leading metaphor when he 
talked about the way he had achieved success with younger students when 
teaching them Mathematics. He explained how in the past Maths lessons 
for students in years 7-9 would be based on playing quizzes and games but 
whilst the curriculum had changed the cheerleading aspects of his teaching 
approach had remained: µWKHNLGV OLNH LWEHFDXVHZHSraise them, we are 
encouraging, they get good results at the end of it so they see success, so 
WKH\ HQMR\ LW :KHUHDV EHIRUH WKH\ XVHG WR HQMR\ LW EHFDXVH ZH¶G GR
JDPHV«,¶PPRUHGULYHQE\ WKHH[DP:H¶OO SOD\JDPHVQRZDQGDJDLQ
but a lot of games are mathematically based anyway¶. This ability to 
bolster and champion students in his teaching was a source of professional 
and personal fulfilment for him: µ,KDYHJDLQHG WKHVDWLVIDFWLRQRIJHWWLQJ
WKH NLGV WKURXJK H[DPV WKDW WKH\ ZRXOGQ¶W KDYH JRW WKURXJK EXW ,¶YH
DOZD\VEHHQZKDW,ZRXOGFDOODWHDPSOD\HU,¶YHPDQDJHGIRRWEDOOWHDPV
,¶YHPDQDJHGDQXPEHURI IRRWEDOO WHDPV,¶YHFRDFKHG IRRWEDOO WHDPV ,
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DOZD\VWU\DQGJHWWKHEHVWRXWRIHYHU\ERG\DQGWKDW¶VZKDW,WU\DQGGR
in maths, I try and get the best out of the kidV DQG WKDW¶V ZKDW ,HQMR\
doing¶. 
 
- Protector 
0DULO\Q¶VILUVWH[periences of Bernard L Stone were from her own childhood 
PHPRULHV RI D SODFH ZKHUH VKH SHUFHLYHG VKH QHHGHG KHU SDUHQWV¶
protection: µI used to come and play netball here. We used to have county 
WUDLQLQJ KHUH DQG , ZDV QHYHU DOORZHG« , ZDV DOZD\V SLFNHG XS DQG
EURXJKWE\P\SDUHQWV:HZHUHQ¶WDllowed to walk around the area¶. This 
seems to have laid the groundwork for her adult experiences of the same 
place. In her interview she talked about the students and her perceptions 
of her relationships with them. These perceptions formed her conceptual 
map for teaching at Bernard L Stone.  µ,DOZD\VZanted to work in a rough 
school¶. Her language was like that of a counsellor or protector: µWhere is 
something about the kids here and WKH\FDPHDQGWDONHGWR\RX¶µD lot of 
LW LVQHHG\FKLOGUHQZDQWLQJ WR WDON WR\RXDQGJHWDWWHQWLRQDQG WKLQJV¶
µWKHNLGVFDQFRPHDQGWDONWR\RXZKHQWKH\KDYHDSUREOHP¶µ,WKLQNWKDW
is why I have stayed at Bernard L Stone because they are our kids¶Ava 
also drew on the teacher as protector metaphor during her interview. 
Although her students had had very different life expectations to her own, 
Ava had taken the time to find out more about their lives and as a 
consequence empathised with them and sought to protect and help them 
to succeed as far as she could: µ,MXVWZDQWWKHPWRJHWVRPXFKRXWRILW«
I think it all boils down to your expectation in the classroom, the ethos of 
WKHVFKRRODQGWKDW LW¶s achievable especially for our kind of students. We 
are only as good as the students that come here. We are in a very deprived 
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DUHD«<RXDUHRQO\DVJRRGDV\RXU FKLOGUHQ«DQG LI WKH\UHDOLVHGKRZ
deprived some of our students are and I think my banner is always flying 
IRUWKHPQRWEHFDXVH,H[SHULHQFHGLWDVDFKLOGEHFDXVH,GLGQ¶WEXW,MXVW
KDYHWKLVVRUWRIHPSDWK\IRUWKRVHNLGVZKRKDGYLUWXDOO\QRWKLQJ«,MXVW
felt when I started teaching at that school that it was my role in life to help 
kids like that and it opened my eyes and it always has stayed with me¶. 
When they feel that their students are at risk, the protector questions the 
authorities and becomes the VWXGHQWV¶DGYRFDWH0DULO\QGLGWKLVZKHQVKH
suggested that the dominant discourse which prioritises academic 
achievement was not always appropriate: µtheir world is falling apart and 
ZH DUH VWLOO JRLQJ µ$FKLHYHPHQW $FKLHYHPHQW¶ Ultimately the protector 
FDQEHFRPHWKHVWXGHQWV¶VDYLRXUµRXUNLGVGRQ¶WUDWHWKHPVHOYHVDVKLJKO\
as I raWH WKHP , WKLQN WKH\¶YH DOZD\V IHOW WKDW WKH\DUH QHYHU JRLQJ WR
achieve and they have low aspirations. They see themselves as just (Name 
of area) kids who have no future. Some think that their future is prison. I 
have one at the moment who says that prisRQ LVKLVIXWXUH«<RX WHOOKLP
WKDW\RXDUHSURXGRIKLPDQGKH¶VWDONLQJDORDGRIUXEELVK%XWLQDFWXDO
IDFWKH¶VSUREDEO\ULJKWDQGWKDWLVZKDWZLOOKDSSHQWRKLP%XWZHNHHS
fighting it and tKDW¶VKRZZH¶YHJRWWRFDUU\RQ¶. 
 
6.4 Metaphors of family 
There were many references within the interviews to the teachers 
describing working in the three schools as like being part of a family. 
Aspects of this have been discussed in the previous chapter about 
relational ties. However when I began to look again at some of the 
metaphors of family-like relationships it became clear that there were 
distinctions within these. TEACHER AS PARENT emerged as a category but 
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there were different approaches to parenting which surfaced during the 
sorting of the data. There were references to metaphorical parenting which 
seemed to overlap with the TEACHER AS CHAMPION metaphor; the 
difference was that the champions were nurturing the children exclusively 
whereas the metaphors in this category were related to parenting adults 
aQG FKLOGUHQ DOLNH , JURXSHG WKHVH WRJHWKHU DV µQXUWXULQJ¶ SDUHQWDO
metaphors. Other metaphors which corresponded with the parenting 
metaphor felt far more disciplinarian in character and were grouped under 
WKHFDWHJRU\RIµVWULFWSDUHQW¶ 
Grant and Joan in their roles as headteacher typified parental figures in the 
interview data. Their comments below were about the future of the school 
and what would happen when the Academy opens. From a superficial 
reading of their comments, it looks as though they were saying the same 
thing: 
Grant: ,NHHSWKLQNLQJWKH$FDGHP\ZRQ¶WZRUN LI\RXMXVWVKLSD ORDGRI
staff in who you think are brilliant teachers because within 6 weeks you will 
have none left and you need to have people that can work with each other 
and have built up relationships.  
Joan: I think the people running the academy will have all hell let loose and 
LI WKH\KDYHQ¶WJRWSHRSOH OLNHPHWKHUHDQGVRPHRIWKHRWKHUFROOHDJXHV
here who know how to work with these children. They really will have their 
hands full. 
However closer analysis suggests that Grant was conceptualising the 
change from the perspective of a protective leader who was relationship-
driven and who trusted in the colleagues he had worked with. Joan spoke 
in emotive terms and believed that she had to lead by example and that 
228 
 
she spoke from a position of moral authority rather than trust. These typify 
the different approaches to metaphorical parenting that emerged from the 
data. 
 
- Nurturing Parent 
*UDQW¶V GLVFRXUVH ZDs one of a parent caring for his charges: µ,¶YH JRW D
situation with a guy at the moment who has been trying to qualify for four 
or five years and he is never going to get a degree and I had to sit him 
GRZQDQGVD\WRKLPOHW¶VEHKRQHVW\RX¶UHQRWJRLQJWRGRLWEXW,ZDQWWR
secuUH\RXUIXWXUH%XWZHDUHQRWJRLQJWRGRLWWKRXJK476URXWHVROHW¶V
ORRNDWVRPHWKLQJHOVHDQGZH¶OOGRLWWRJHWKHU¶In this, he embodied the 
values of a nurturing parent.  
He appeared to believe in the nurturance of social ties and viewed the loss 
of UHODWLRQVKLSVDVSHUVRQDOFRVWVDQGVDFULILFHVµand I think the other real 
lows have been about certain year groups of kids that have gone that I 
have been particularly close to and there have been times when that has 
been a really sad time to actually get through because you are so used to 
them and their banter and the relationship that you have built up and then 
WKH\¶YH JRQH DQG \RX VWDUW DOPRVW DOO RYHU DJDLQ ZLWK D QHZ JURXS 6R
WKH\¶YHEHHQSDUWLFXODU ORZVDQGLW¶VEHHQWKHVDPHZLWKFHUWDLQVWDII\Ru 
know, you get really close to and you establish really good working 
relationships and its really hard when they go until you build up 
relationships with other people¶. 
*UDQW¶V PHWDSKRUV VHHPed to encompass the notion of morality as 
empathy, seeing the world through the eyes of his pupils. His notion of 
parenting was leading by example, encouraging a community where 
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children and adults had commitments and responsibilities that grew out of 
empathy for others: µ, WKLQN\RXJHWD UHDO VHQVHRIZKDW VRPHRI WKese 
\RXQJVWHUVDUHSXWWLQJXSZLWKGD\LQDQGGD\RXWDQGSHRSOHZKRKDYHQ¶W
worked within the city never quite understand that and they see the 
youngsters and they label them as naughty kids, anti-social kids but they 
GRQ¶W KDYH D WUXH XQGHUVWDQGLQJ RI ZKat these youngsters are like and 
ZKDW WKH\ KDYH WR FRSH ZLWK 6R LW¶V WKDW , WKLQN ,W¶V DOVR DERXW UHDO
relationships with the adults who are working in the same situation. I think 
\RXIRUPDUHDOERQGZLWKWKDWWHDPRISHRSOHWKDW\RXSUREDEO\GRQ¶WJDLQ 
LQ RWKHU VFKRROV UHDOO\ DQG , VD\ WR DQ\RQH ZKR ZRUNV KHUH LW¶V DERXW
VKDULQJ WKH UHVSRQVLELOLW\ DQG LI \RX DUH KDYLQJ D KDUG WLPH LW¶V DERXW
talking about it and people who are well settled and managing well need to 
be pro-active in actually supporting people who are struggling. And that 
camaraderie and team approach to things is something that has been 
EULOOLDQWWRZRUNDVSDUWRI¶Grant believed that restitution was more long-
standing than retribution and recognised that children need care and 
understanding: µ\RX JHW WKDW UHODWLRQVKLS ZLWK VRPH RI WKHVH \RXQJVWHUV
who appear real hardcore but actually have a nice sense of humour and the 
thing that I have always said about the Avondale kids is that they never 
bear a grudge. We bear a grudge far longer than they do and we worry 
about things far longer. I remember an incident where I had a real blazing 
URZZLWKD\RXQJVWHUZKR ,¶G VSHQW ORDGVRI WLPHZLWKDQGJRWRQ UHDOO\
well with and worked really hard to keep them going and it had just broken 
down one GD\$QG,¶GZRUULHGDERXW LWDOOZHHNHQGDQG,¶GFRPHEDFN LQ
RQ WKH 0RQGD\ PRUQLQJ DQG KH¶V ZDONHG LQ DQG JRQH µ(\ XS VLU \RX
DOULJKW"¶$QGKHZDONHGRQDQGLW¶VIRUJRWWHQ7KH\MXVWGRQ¶WWKLQNDQ\WKLQJ
PRUHDERXWLWDQG,WKLQNWKDW¶VRQHRIWKH ORYHO\ things really. So I think 
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probably from about 6 or 7 years in I just thought to myself, well this is me, 
this is my enYLURQPHQWWKLVLVZKDWLW¶OOEH¶. 
*UDQW¶VGLVFRXUVHZDs that of a parent putting the needs of his children first 
and of seeking ways to ePSRZHU WKHP µ,W¶V DERXW HQVXULQJ WKDW WKH
youngsters have the best possible opportunities to make the most of their 
talents when they need to¶. 
He protected and fought for his school and was willing to take risks on 
EHKDOI RI KLV FKLOGUHQ µpossibly I think we or I was able to be brave 
EHFDXVH , ZDV DEOH WRYLHZ LW DV ORRN ,¶P DQDFWLQJKHDG ZH¶YH JRW DQ
academy on the horizon, is this what we believe is the best way forward? If 
LWLVWKHQOHW¶VJRIRULWDQGLIWKH/$FRPHLQDQGVD\ZHOO\RXFDQ¶WGRthat 
but they would only be bothered if their league table position was affected 
and their authority figures would be badly perceived. And I said well that 
GRHVQ¶WLQWHUHVWPHWREHKRQHVWQRWERWKHUHGDERXW.ey Stage 3 results. 
What would your Key Stage 4 results be like if everybody was doing this? 
,¶P ORRNLQJDW  $-Cs and how much better is that and then you 
start looking at your Key Stages 2-4 CVA [Contextual Value Added] and 
ZKDWZH¶YHGRQHWRWKDW<RXNQRZWKLQNORQJWHUPDQGRNWKHUH¶VDELW of 
short-term pain, we know that but we would hope that over time because 
we get better at it that the Key Stage 3 results will rise anyway because we 
DUHQRWVWUHWFKLQJLWRXWRYHUDWKUHH\HDUSHULRGZH¶UHQRWJLving them a 
dead year in year 8¶. 
Laurence conceptualised his role as helping children become adults who 
were able to contribute in a range of ways: µLW¶VWKLVZKROHWKLQJWKDW\RX
have ... youngsters in difficult circumstances and not everybody has taken 
them and not everybody is a raving success story but you see people who 
have just quietly got on with it and made quite reasonable success of their 
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OLYHV7KH\¶YHKDGFKLOGUHQDQGWKHFKLOGUHQDUHIDLUO\VROLGUHDVRQDEOHVRUW
of children and you can tell that they come from a good caring home. And 
QRWDOOWKHWLPHDUH\RXJRLQJWRJHWSHRSOHDWWKHWRS,WKLQNLW¶VWKLVLGHD
that you are trying to produce solid citizens just people who can actually 
SOD\DXVHIXOSDUWLQVRFLHW\DQGZHVHHWKHVHRQDUHJXODUEDVLV,W¶VMXVW
that sort of thing and ZH¶UHSHUSHWXDWLQJWKHLGHDWKDWSHRSOHIURPDQ\VRUW
of background can make it¶. This is a feature of nurturing parenting, 
helping to equip the next generation with the nurturing skills to help create 
and perpetuate a caring society.  
Laurence wanted to continue to nurture those in the teaching profession 
after he had left, believing he (and others like him) have had experiences 
that would be helpful to others: µWKHUH¶VORDGVRIWKLQJVLQHGXFDWLRQWKDWLI
you just talked to people who have been through there and as I say I 
ZRXOGQ¶WH[SHFWLWWREHPRUHWKDQRQHRUWZR\HDUVEHFDXVHRQFH\RXJHW
RXW\RXYHU\TXLFNO\ IRUJHWZKDW LW¶V OLNH%XW WKHUH LVDKXJHZDVWDJHRI
talent, ability, of understanding you know of what makes schools tick. But 
these people have not got the faintest idea about you know and well I feel 
ZHFRXOGVDYHWKHPPLOOLRQVMXVWE\KDYLQJDNLQGRI,GRQ¶WOLNHWKHZRUG
focus group, but by having something like that of people to talk to who 
have recently come out of the profession, that you just have on some sort 
of minor retainer where you can just go through and think well we are 
thinking of doing this what are your impressions? You know have you got 
DQ\LGHDVDERXWWKDW"&KHZRYHULWDQGLQDZHHN¶VWLPHZHZLOOJRRYHULW
again and iW¶VHYHUVRORJLFDO¶. 
Liz appeared to take on the role of nurturing parent when she fought to 
protect her school against outsiders who threatened its reputation: µit used 
to make me really cross because my kids went to [ Name of feeder junior] 
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School and ZKLOVW,ZRUNHGSDUWWLPH,ZHQWWRFROOHFWWKHNLGVDQG\RX¶G
have mums standing outside and I heard them talking and saying that they 
ZRXOGQ¶WVHQG WKHLU NLGV WRRXUVFKRRO$QG ,FKDOOHQJHG WKHPDQGDVNHG
WKHPZK\WKH\ZRXOGQ¶WDQGWKH\VDLGWKDWVXFKDnd such happens at that 
VFKRRO$QG,VDLGµ6D\VZKR"¶$QGWKH\VDLGWKDWWKH\KDGKHDUGWKDW6R
I asked them if they would want to come in and have a look. But they said 
WKH\ZRXOGQ¶WFURVVWKHWKUHVKROG6RLWLVMXVWUXPRXUDQGLWLVYHU\GLIILFXOW
to FKDQJH WKDW SHUFHSWLRQ EHFDXVH WKH\ ZRQ¶WHYHQFRPH LQDQG KDYH a 
look¶. She also defended the school against external top down criticism and 
challenged the status quo µ, GRQ¶W WKLQN LW LV XQWLO \RX JHW LQWR EHLQJ D
management position you know what all the external pressures are. The 
PDMRULW\RIVWDIIMXVWGRQ¶WVHHWKH\MXVWGRQ¶WVHHZKat the pressures are 
from the L$«LWGRHVQ¶WPDWWHUZKDWZHGR2IVWHGFRPH LQDQGZHDUH
still a school in serious weaknesses. Of course we are always going to have 
poor attendance and high exclusions; we are never going to hit the target 
IRU*&6(DQG WKH\GRQ¶WVHHP WRDFFHSW WKDW7KH\GRQ¶W ORRNDW WKHELJ
SLFWXUH,W¶VMXVWWKRVHWKUHHQDWLRQDOEHQFKPDUNVDQGLI\RXDUHQRWKLWWLQJ
them you are judged purely on this raw data and not on the kids that you 
have. They just put schools into categories: they say all schools with more 
than 50% free school meals but we are nearer 65% free school meals. We 
are in the lowest, the most deprived ± we are in the bottom 1% for 
deSULYHG FKLOGUHQ LQ WKH FRXQWU\ DQG WKH\ GRQ¶W VHHP WR WDNH WKDW LQWR
consideration and all the pressure from external agencies. And it is all this 
stuff from above. You think you have your planning right and the teaching 
ULJKW\RXWKLQN\RX¶YHJRW\RXUDWtendance right and then something else 
FRPHVDQGLW¶VDOOWKHLQLWLDWLYHVDQGWKHQHZWKLQJVWKDWFRPHDORQJDOOWKH
time. And I think that is what drives some teachers to leave the profession 
233 
 
because there never seems to be a period of stability and consolidation. 
There always seems to be something else and people just get overloaded¶. 
There was one example ZLWKLQ -RDQ¶V LQWHUYLHZ RI KHU framing her 
discourse from the position of a nurturing parent when she questioned the 
dominant LGHRORJ\µLook in terms of the Government always sending down 
HGLFWV \RXPXVWGR WKLVDQG\RXPXVWGR WKDW«,WKLQN\RXKDYH WR WDNH
ZKDW¶VULJKWIURPWKDWDQGPDNHLWZRUNLQ\RXUHQYLURQPHQWVRQRWDOZD\V
pay lip service to everything. Make sure you get the key things right but 
DIWHU WKDW LW¶VDERXW\RXNQRZKDYLQJ WKHNLQGRIJXWV LI \RXOLNH WRVD\
ZHOO \HV SHUIRUPDQFH PDQDJHPHQW IDLU HQRXJK ZH¶YH JRW WR GR WKDWEXW
lets do it so it works for this school¶. 
 
- Strict Parent 
Joan employed language usually associated with a strict parent who 
believed that her children would benefit from a tough love approach. This 
became particularly apparent when she talked about being on the Senior 
/HDGHUVKLS7HDPGXULQJ WKHH[SHULHQFHRI6SHFLDO0HDVXUHV µthere is no 
room for slackers or wasters or people without broad shoulders¶. Like any 
good strict parent she wouldn¶WDVNWKHPWRGRDQ\WKLQJVKHZDsQ¶WZLOOLQJ
to do; she led E\H[DPSOHµ,GLGQ¶WILQGLWVRXOGHVWUR\LQJLQIDFWTXLWHWKH
RSSRVLWH LW¶VTXLWHDEX]]UHDOO\EHFDXVH, OLNHWRZRUNDWDSDFH,¶PWKDW
sort of person¶. Joan appeared to believe that she was a strong role model 
who could cope with the pressures of leadership during challenging times: 
µ,W¶VQRWFDXVHGPHZKDW,ZRXOGFDOOVWUHVVRUDQ\WKLQJ OLNHWKDW,W¶VQRW
very niFHEXW,¶PTXLWHKDUG,DPDWRXJKSHUVRQ3HRSOHVD\WKDW,DPD
survivor so I have been able to cope with that¶. This position gave her the 
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power of moral authority judging what was right - µI have never been 
distracted by what other people might think. I am just me and I just do 
ZKDW , WKLQN LV ULJKW¶ - and what was wrong and enforcing these as 
appropriate; µ7KHUHDUHVRPHVWDIIWKDW,ZRXOGZLVKWRJHWULGRIDQGZH
are working on procedures because there are people who are just not good 
enough¶. In her role as rule-enforcer, Joan appeared to believe in the truth 
of the dominant ideology. This manifested itself in her acceptance of top 
down directives. She adopted the discourse of the dominant ideology, µWKH
only way we, this school, is going to make better progress is  by holding 
SHRSOHWRDFFRXQWDQGFKHFNLQJRQZKDWWKH\DUHGRLQJEHFDXVHWKDW¶VRQH
of the reasons we are in this mess really¶. She knew what was good for her 
children. In this example, the metaphorical children were the pupils within 
the school: µP\ IDPLO\ LV D IDPLO\ ZKR KDYH PDGH SURJUHVV DQG YDOXHG
education. Now, what working in the city has taught me, is that there are 
WKRXVDQGVRINLGVRXW WKHUHZKRGRQ¶WKDYH WKDW WKH\QHHGVFKRRO7KH\
need a good school as well. They need good teDFKHUV DQG WKH\ GRQ¶W
always get that because one of the stresses of working in a school like this 
is that it is hard to keep good staff and maintain good teaching and 
learning¶.  
Marilyn exhibited some of the characteristics of the Strict Parent accepting 
and enforcing the rules of the dominant discourse when she reflected on 
the change in focus from pastoral to academic within schools: µWith turning 
WRWKHDFDGHPLFZHDUHQRWKHDGVRI\HDUDQ\PRUHZHDUHµDFKLHYHPHQW
RUJDQLVHUV¶<RXFDQ¶WMXVWVD\WKDW WKHSDVWRUDOGRHVQ¶WH[LVWMXVWEHFDXVH
of these changes, but I think more and more in the future we could find it 
hard to do the pastoral even though our kids depend on it. Maybe we were 
GRLQJ WRR PXFK EHIRUH¶ This is further evidenced by her zero-tolerance 
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approach:  µVRPHWLPHVWKHNLGVDUHLQWKHZURQJDQGWKDW¶V the end of it, 
you know¶. 
Liz in her SLT role demonstrated characteristics of the Strict Parent when 
she used managerial discourse endorsing accountability: µLW¶VUHDOO\VWUDQJH
being a member of SLT having been a member of staff for a long time and 
VHHLQJLWIURPDGLIIHUHQWDQJOHEHFDXVHPRVWVWDIIUHDOO\GRQ¶WNQRZZKDW
is going on and what pressures there aUH,¶GQHYHUZDQWWREHDKHDG¶. 
µ, WKLQNHYHU\WKLQJ LVPXFK WLJKWHUQRZ WKDQ LWZDV. .. the focus is much 
more on the teaching and learning. We show the children we care by 
GHOLYHULQJWKURXJKWKHWHDFKLQJDQGOHDUQLQJ:HGRQ¶WVKRZWKDWZHFDUH
E\ FRPLQJ LQ ZLWK D PRWKHUO\ DWWLWXGH ,W¶V PRUH SURIHVVLRQDO QRZ ,
WKLQN«WKHUH¶VPXFKPRUHVcrutiny and monitoring which I think is a good 
WKLQJ«%XWQRZWKHUH LVPXFKPRUHDFFRXQWDELOLW\ZKLFK,WKLQN LVDJRRG
WKLQJ EHFDXVH ZH NQRZ QRZ ZKDW LV JRLQJ RQ LQ FODVVURRPV «ZH DUH
making progress because we have managed to improve on attendance and 
on H[DPUHVXOWV«ZHXVHGWRVD\WKDWZHFRXOGQ¶WGRLWZLWKWKHVHNLGVEXW
we have. Is it because we are doing more monitoring and more scrutiny? 
:HDUHDVNLQJVWDIIWRXSWKHLUJDPHDUHQ¶WZH"¶ 
Gary would probably prefer to be framed in the domain of a nurturing 
parent though in actuality he exhibited characteristics of a strict parent: 
µ6R VSHFLDO PHDVXUHV ZDV QRW UHDOO\ D SUREOHP LW¶V MXVW JHWWLQJ RWKHU
teachers to raise their game or in the harsh reality of life, get rid of 
teachers who are not up to it who have been soldiering on and getting by 
because they are just nice people but in the end that just lets the whole 
VFKRROGRZQDQGWKHVWXGHQWVGRZQ¶The strict parent believes that if (s)he 
FDQRYHUFRPHFKDOOHQJHVWKHQDQ\RQHFDQµPE examinations took off which 
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allowed me to develop another side: my teaching. Did that very well 
IRUWXQDWHO\ZHOOLW¶VQRWIRUWXQDWHLW¶VMust hard work, anyone can do it¶. 
- Child 
0DQ\ RI -XG\¶V PHWDSKRUV SRVLWLRQHG KHU DV a child-like victim. She 
described each event in her life and career as happening to her. She 
appeared to have had no control or sense of agency: µ,KDYHQHYHUDSSOLHG
IRUDMRE LQP\OLIH¶. She described herself quite literally as a victim of a 
crime when a local shop she was in was held up by armed robbers.  She 
survived the ordeal but reflected later at what cost. This was how she 
seemed to view her working life. She portrayed herself as very passive. 
She blamed other people or circumstances for the things that have 
happened. She seemed to need protectiQJDQGJXLGLQJµhere we look after 
these children; the authority is supposed to look after us¶. She hoped not 
to be part of the Academy but instead of proactively seeking an alternative, 
she hoped that she would be old enough to not be wanted. This was a very 
different view from Mick who spoke of the same thing but viewed it from a 
gambling perspective where if the deal was right he would take it. Judy 
appeared to have no agency; if she was not offered redundancy she would 
blame the decision-makers. She was looking for a comforter/protector ± 
and at times this had been the children: µVRWKHFKLOGUHQDWP\ROGVFKRROLI
you had sat down and sobbed because life at home was bad they picked up 
WKHSLHFHVDQGVDLG µVKXWXSVKH¶VKDYLQJDEDGGD\¶%XWKHUH\RX¶Ye got 
to be [intake of breath] because you are proving yourself again. I can do it 
now; I cry all the time. The kids just go round me going [mimes shaking 
her head]«¶Judy used WKHZRUGµWUDXPDWLF¶IRXUWLPHVLQWKHLQWHUYLHZ 
-XG\¶VPHQWLRQRIKHUIDPLO\ life could be a nod towards being a juggler but 
she did not portray herself as having juggled family and work successfully. 
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She described her family as being a victim of her work life µ,DPWKHZRUVW
SDUHQWLQWKHZRUOG¶ 
When she said she had never applied for a job in her life, though her words 
echoed )UDQN¶Vµ,¶PQRWDPELWLRXV¶FRPPHQWVVKHGLG not have the edge of 
manipulating the rules of the game as he had. At times she appeared to 
exhibit some game-playing skills (she appeared on paper to have been 
successful, she is head of two departments. and a pastoral head of year) 
but she described the process of getting these roles in a very passive way. 
 
6.5 Metaphors of travelling 
 - Passenger 
Howard portrayed his working life as a journey through the metaphors he 
employed during the interview, he viewed changes as milestones along the 
journey (he repeated WKHSKUDVH µDFKDQJH WRR IDU¶ four times during the 
course of the interview).  Latterly, things had become difficult for him and 
the passage of that journey had UHGXFHG WRVPDOOVWHSV µI feel like I am 
walking along a cliff-top path literally along the edge and at the moment all 
I can more or less see and focus on is the next immediate step ahead it is 
that bad at the moment¶. He had recently had no control of the direction of 
WKHMRXUQH\¶V URXWHKHKDG become a passenger, he talked DERXW µgiving 
way to young blood¶ WRRWKHUV ZKR FRXOG cope with the demands of the 
journey. He talked RIWKHVFKRROEHLQJLQµGLUHVWUDLWV¶This was because of 
those who had bHHQ GLUHFWLQJ WKH MRXUQH\ ZKR µled this school into 
outstanding failure¶. The only way he could take an active role and have 
some agency waVE\VWRSSLQJWKHMRXUQH\WRGLJLQKLV µheels and... [say] 
WKXV IDUDQGQRIXUWKHU¶. He seemed to be looking for someone (the new 
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headteacher) to guide him through the next steps of the journey: without 
this guidance he could only keep his eyes to the ground and take tiny steps 
forward µI am looking forward to the new head arriving here and then 
KRSHIXOO\ LW ZRQ¶W EH VXch a step by step experience I can start to look 
DKHDGDELWUDWKHUWKDQORRNLQJGRZQEXWDWWKHPRPHQWLWLVWKDWEDG¶. The 
driving mecKDQLVP EHKLQG +RZDUG¶V MRXUQH\ ZDs the imposition of top 
down structures and ideologies. He attempted to take control by 
TXHVWLRQLQJµis this the way we want to go?¶EXWGLGQRW actually take action 
WRFKDQJHWKHGLUHFWLRQµnow I am coming up to an Academy I know damn 
ZHOO WKDW WKLV LVGHILQLWHO\QRW WKHPRYH ,ZDQWWRPDNH«, IHHO WKDW WKDW
would be a change too far for me¶. 
Like Howard, James appeared to be powerless to take control of his space 
and the journey he was on. He explained WKDWKHGLGQ¶WFKRRVHWRZRUNDW
-RVHSK0RRUHKHµZDVUHGHSOR\HG¶This entry into the school where he had 
no control or agency appeared to dictate the way he viewed some of his 
experiences there; when he first arrived in the school he remembered his 
QHZ GHSDUWPHQW ZDV µFRDVWLQJ¶  He talked about being µpushed a little 
WRGD\¶ DQG RI WKH VWXGHQWV EHLQJ µSXOOHG URXQG¶ When speaking of his 
difficult experience of Special Measures (which led to increased monitoring 
of him by his heDG WHDFKHU -DPHV¶V PRYHPHQW ZDV portrayed as being 
limited, he was trapped µ,FRXOGQ¶WZDONRXWRIKHUHFRXOG,"¶It could also 
be said that he at times viewed the students as being trapped too, in the 
local area of the city; µ-XVW WR JHW WKHP RXW RI $YRQGDOH WKH NLGV GRQ¶W
know what it is to get out of Avondale¶. 
Greg also used the metaphor of a journey to describe how he felt about 
change. Whilst he was not necessarily in control of this journey, he seemed 
to have IDLWKLQWKHURXWHDQGWKHJXLGHDQGWKHXOWLPDWHGHVWLQDWLRQµ,¶YH
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a fair bit of hope really and you know gratitude in some ways in the fact, 
WKDWWKH\KDYHSXOOHG,FDQ¶WVSHDNIRURWKHUPHPEHUVRI VWDIIEXWWKH\¶YH
DFWXDOO\WDNHQPHWKURXJKTXLWHDWUDQVLWLRQVWDJHLQTXLWHDSOHDVDQWZD\¶
and so his conception of this journey waVLQFUHGLEO\SRVLWLYHµwe have got 
out of Special Measures and we have continued to move. There is nobody I 
know that KDVMXVWIDOOHQEDFNLQWRDFRPIRUW]RQH¶In terms of the change 
to working in an Academy again he felt he had been guided through the 
journey: µPRVWVWDIIUHDOLVHGWKDWZKHQ[name of advisor from the authority 
brought into oversee the move to the academy] came here we knew where 
we were going. IW¶VDOPRVWOLNHIHHGLQJFKDQJHWR\RX6RLW¶VQRWOLNHDOORI
D VXGGHQ ZHOO \RX¶UH JRLQJ WR WKH $FDGHP\ DQG HYHU\WKLQJ LV JRLQJ WR
FKDQJH,I\RXDFWXDOO\ORRNDWWKHVFKRROZHDUHGRZQWKDWURDGDQ\ZD\¶
External visitors to the school had expressed their faith in him as a 
member of staff who could help others, in this case children, along the 
MRXUQH\RIFKDQJHµit was this [name of LA consultant] who sort of turned 
me around for a bit and he said to me if there¶V RQH SHUVRQ ZKR FDQ
FKDQJH WKH NLGV LQ WKLV VFKRRO LW¶V \RX DQG WKHUH¶V RQO\ RQH way to go, 
onwards and upwards¶. 8QOLNH+RZDUGDQG-DPHV*UHJ¶VODFNRIagency in 
terms of the journey was not represented as a negative. It seems that lack 
of agency is bearable if there is faith and trust in the journey guides.  
 
- Guide 
Cliff portrayed his work career as a journey. He has usually been in control 
of the direction of the journey and when hH KDVQ¶W VRPHWLPHV KH
perceived the journeys that have been mapped out from above,  through a 
series of top down directives,  as pointless and circuitous bringing him back 
to where he started), he had two strategies. One waVWRµsit down and re-
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HYDOXDWH¶ where he was going ± so he took control by stopping the journey 
and thinking about it. The other was to continue along the path but to treat 
LW DV D µchallenge¶ 7KLV DSSHDUHG WR KDYH NHSW him interested and 
motivated. From his perspective, the point of education was to help equip 
youngsters with the necessary skills and aptitudes to be in control of their 
own life journeys.  During the interview, Cliff positioned himself as being 
worried about the speed of the journey which he was not able to slow down. 
Laurence also portrayed his life (both personal and professional) as a 
joXUQH\UHIHUULQJWRGLIIHUHQWµZDONVRIOLIH¶He seemed to understand that 
success waVHTXDWHGZLWKPDNLQJSURJUHVVDORQJWKLVMRXUQH\µWKDW¶VZKDW
WHDFKHUVGRWKHUHLVWKLVWKLQJWRJHWRQ¶Whilst he explained that he had 
not consciously had anything µPDSSHG RXW¶ in terms of his own career 
SURJUHVVLRQ KHKDVKRZHYHU EHHQ LQ FKDUJH RI KLV RZQ MRXUQH\ µI have 
WHQGHGWRJRP\RZQVZHHWZD\¶despite feeling at times that he has been 
µPRYHG RQ¶ or overtaken by others on the journey who have been 
promoted ahead of him. He explained that his progress along the journey 
was initially very rapid and he then found that he stalled as new people 
FDPH LQDQG WKH PDQDJHPHQW ZDQWHG WR µmove forward and do different 
things and they wanted different faces in management¶. He realised that 
his longevity at Joseph Moore meant that it would be difficult to deviate 
IURPKLVMRXUQH\µWKHFKDQFHVRIPHJRLQJDQ\ZKHUHDUHVOLP¶and he was 
worried that a younger colleague DQG IULHQG µmight pack up and go 
somewhere else¶. Whilst he had seen other people who had been on the 
VDPHMRXUQH\ILQGWKHPVHOYHVORVWDVNLQJµZKHUHDUHWKH\JRLQJ"¶, he has 
in the main enjoyed the journey. He used WKH WUDYHOOLQJ PHWDSKRU µit 
certainly broadens your horizons¶ WRGHVFULEHKLVH[SHULHQFHRIZRUking in 
challenging schools. He recognised that he was approaching the end of the 
journey which at times, if others have led, had been circuitous: µD ORW RI
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these new initiatives just let them ride themselves out and you will come 
EDFN¶ He expressed his feelings about the end of his career using a 
journey metaphor: µWKH PRPHQW \RX ZDON RXW RI VFKRRO \RXU \HDUV RI
H[SHULHQFHGRQ¶WFRXQWIRUDQ\WKLQJ¶ 
Laurence tried WRKHOSVWXGHQWVDORQJWKHLURZQMRXUQH\µyou kind of feel 
\RX¶YHKDGVRPHVRUWRIKDQGLQsomebody moving forward greatly¶.  
- Border Crosser 
Schools are places where there can be clear demarcations and fairly fixed 
ERXQGDULHVLQWHUPVRISHRSOHV¶UROHVDQGFDUHHUWUDMHFWRULHV 
Dean appeared to have been able to resist being contained or confined by 
KLVWHDFKLQJUROHµbut I just became an English teacher here because they 
WRRNPHXS«6R,ZDVDFWLQJKHDGRI(QJOLVKIRUWZR\HDUV«$QGWKHQ,
changed to pastoral. And then I was doing drama and whilst I was in 
charge of drama I became head of houVH«$QG,ZDVKHDGRIKRXVHIRUD
number of years and then this job came up and I applied for this job and 
WKHQ WKDW MRE FDPHXS DQG , GHFLGHG WR DSSO\ IRU WKDW MRE¶. He has also 
resisted being contained in his role as a teacher more generally (he moved 
across to mix non-WHDFKLQJUROHVZLWKFODVVURRPEDVHGWHDFKLQJµand a lot 
RI WKH MREV KDYH LQYROYHG DGPLQLVWUDWLRQ VR ,¶YH QRW EHHQ WHDFKLQJ WKH
whole time¶, or by the school itself (he moved across to work with the 
feeder schools), µI would often be in the junior schools visiting people. They 
all knew mH¶ WR ZRUN LQ WKH FRPPXQLW\ µI think I was having to build 
EULGJHV¶. At one point he left Bernard L Stone to become a community 
teacher but in this new role was metaphorically µUHSDWULDWHG¶ EDFN WR
Bernard L 6WRQH µI applied to the authority because you were centrally 
employed and then they sent me back BLS. So although ,¶G OHIWWKH\VHQW
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me back here¶. He portrayed himself as an independent figure who had 
become attached to Bernard L Stone almost as a by product of staying 
there as long as he had. His longevity at Bernard L Stone was not 
LQWHQWLRQDOµI gradually came to realise that if you taught in the city for a 
FHUWDLQDPRXQWRIWLPHLWEHFDPHLQFUHDVLQJO\GLIILFXOWWRPRYHRXW¶ 
6R 'HDQ¶V ZRUNLQJ OLfe has partly been characterised by his ability to 
migrate and travel across traditional career borders and boundaries whilst 
sticking to roughly the same territory. µ,¶YHGRQHORWVRIGLIIHUHQWMREVDQG
LW¶VDOZD\VEHHQLQWHUHVWLQJLW¶VDOZD\VEHHQGLIIHUHQWDQJOHVDQG,¶YHVRUW
of had several different jobs but all in the same environment. 6RLW¶VNHSW
my interest going¶. Despite this adaptability and his attempts to move on, 
Dean has stayed in the same environment. However he said he would 
advise beginning teachers to traverse new territory with a view to returning 
LIWKH\FKRRVHWRGRVRµSo my advice to a young teacher would be not to 
stay longer than a few years and then to go and do something else and 
then if you like the city you can come back to it¶. He therefore appeared to 
be advising them to become border-crossers too. 
 
6.6  Discussion 
Metaphor is a vehicle uniquely well-designed to negotiate and make 
sense of the creative space between what is personal and what becomes 
public. 
(Hunt 2006: 317) 
I hoped that my analysis of the metaphors used by the teachers would help 
further my understanding of the ways in which they have been motivated 
WRUHPDLQWHDFKLQJLQWKHVHµFKDOOHQJLQJ¶VFKRROV,QRUGHUWRGRWKLVLWZDV
243 
 
important that I tried to make sense of the metaphorical concepts 
underpinning the interviews, rather than trying to identify every metaphor 
used by every participant. Consequently, I made decisions about those 
metaphors which seemed to be central in shaping the ideas discussed by 
the teachers as they shared their experiences with me. I was attempting to 
draw out the metaphors that the teaFKHUV KDYH µOLYHG DQG ZRUNHG E\¶. 
7KHUHZHUHSRVLWLYHFRQVHTXHQFHVWRP\GHFLVLRQWRH[DPLQHWKHWHDFKHUV¶
metaphors after the data had been collected because the teachers were not 
made consciously aware of the metaphors they used. Through the 
µJURXQGHGDQDO\VLV¶DSSURDFKWRLGHQWLI\LQJPHWDSKRUV,IRXQGWKDW 
Metaphors have a coherence and internal consistency, which 
provide insights into ideas that are not explicit or consciously held.  
(Leavy et al 2007: 1220) 
I believe that the metaphors used in the interviews were socially and 
contextually dependent. If I repeated the interview after the opening of the 
Academies for example, individual teachers might well have found different 
metaphorical concepts to shape their talk about their lives in schools. It is 
also important to emphasise that individual teachers rarely confined 
themselves to one specific metaphorical concept throughout their interview. 
Rather they drew on a range to convey their experiences of teaching in 
challenging schools. This range of metaphorical concepts drawn upon by 
individuals is summarised in Table 4 below. 
I was able to produce the table of metaphorical clusters because, whilst 
this represents individual and differing perspectives within each of the 
clusters, there is enough shared understanding to be able to talk within a 
conceptual metaphorical cluster and for it to have relevance when talking 
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about the world of teaching in challenging schools. This is the third of 
7RQQLHV¶ YDOXHV RI JHPHLQHVFKDIW µVKDUHG YDOXHV¶ DQG EXLOGV RQ WKH
locational and relational ties discussed in earlier chapters.
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Table 4: Range of metaphorical clusters 
 
 
 FAMILY MEMBER TRAVELLER GAME PLAYER CHAMPION 
  Nurturing 
Parent 
Strict 
Parent 
Child  Passenger Guide Border 
Crosser 
Lone Hero/ 
Adventurer 
Tactician Juggler Team 
Player  
Coach Cheerleader Protector 
B.L.S. Dean      X    X    
B.L.S. Isabel        X  X  X  
B.L.S. Kathryn - - - - - - - - - - - - - 
B.L.S. Liz X X      X  X X   
B.L.S. Marilyn  X        X   X 
B.L.S. Stewart      X  X  X  X  
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 FAMILY MEMBER TRAVELLER GAME PLAYER CHAMPION 
  Nurturing 
Parent 
Strict 
Parent 
Child  Passenger Guide Border 
Crosser 
Lone Hero/ 
Adventurer 
Tactician Juggler Team 
Player  
Coach Cheerleader Protector 
J.M. Ava        X X X X    
J.M. Frank       X X      
J.M. Gary  X         X   
J.M. Grant X         X X   
J.M. Greg    X    X  X    
J.M. James    X    X    X  
J.M. Lauren - - - - - - - - - - - - - 
J.M. Laurence X    X    X    X 
               
247 
 
 
 
 FAMILY MEMBER TRAVELLER GAME PLAYER CHAMPION 
  Nurturing 
Parent 
Strict 
Parent 
Child  Passenger Guide Border 
Crosser 
Lone Hero/ 
Adventurer 
Tactician Juggler Team 
Player  
Coach Cheerleader Protector 
T.T. Cliff     X    X     
T.T. Grace        X  X X   
T.T. Howard    X          
T.T. Joan X X         X   
T.T. Judy   X           
T.T. Mick     X   X   X   
Lauren, Kathryn ± no evidence within interview of conceptual mapping used during the interview so impossible to generate metaphors 
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There were a few interviews that were inconclusive because the content of 
WKHSDUWLFLSDQW¶VGLVFRXUVHZDVPXFKPRUH OLWHUDO WKDQPHWDSKRULFDO2QH
teacher, Kathryn came to me after she had been sent a transcript of her 
interview to apologise for the lack of detail as, she explained, she often 
dried up in interview situations and was not very good at thinking on her 
feet. The table also demonstrates that rather than working within one 
metaphorical cluster, most individuals draw on different metaphorical 
concepts when describing their experiences.  
Lakoff and JohnsoQDUJXHWKDWµKRZZHWKLQNPHWDSKRULFDOO\PDWWHUV¶ 
7KHLUDSSURDFKLVEDVHGRQWKHDVVXPSWLRQWKDWEHFDXVHµZHUHDVRQ
in terms of metaphor, the metaphors we use determine a great deal about 
how we live our lives (ibid: 244). The metaphors that the teachers use 
therefore can be said to determine how they have lived their lives in (and 
out of) school. From this re-analysis of the data, it appears that individual 
teachers draw on one or more of a type of metaphorical concept when 
describing their experiences in schools. There are some commonalities in 
these metaphorical concepts and these have been clustered together in this 
DQDO\VLVZLWKVRPHµW\SHV¶RUFKDUDFWHULVWLFVHPHUJLQJIURPWKHVHFOXVWHUV 
By deconstructing the metaphors that underpin their talk about teaching, it 
is possible to understand more about the ways in which the teachers in this 
study have formed their professional identities and how these have evolved 
in response to internal and external factors. The first cluster of 
metaphorical concept involves metaphors that associate teaching with 
game-playing: TEACHING AS A GAME. Oxford et al examined the metaphor 
of teacher as competitor (1998). The findings of my own study are similar 
WR 2[IRUG HW DO¶V VRPH RI WKH SDUWLFLSDQWV LQ WKLV VWXdy are competitive 
either as individuals who set themselves challenges and appear to thrive on 
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WKHµDGUHQDOLQUXVK¶RIEHLQJ lone warriors in these contexts, whilst others 
compete as part of a team. The analysis of the metaphors within this 
cluster suggests some teachers use this metaphor to emphasise the 
collegial element of teaching, of working alongside a group of tightly-knit 
FROOHDJXHV7KLVLQYLWHVFRPSDULVRQVZLWK7RQQLHV¶FRQFHSWRIJHPHLQVFKDIW
where the community shares values and often unites against a common 
HQHP\7KHPHWDSKRULFDOXVHRI WKH WHUPµFRPPRQHQHP\¶GUDZVRQWKH
entailment of war being a metaphor for sport or game (Chapanga asserts 
WKDWµPHWDSKRUVRIZDUFRQFHSWXDOLVHPRVWNLQGVRIVSRUW¶ 66)). This 
µFRPPRQHQHP\¶RIWHQPDQLIests itself as an externally driven force, such 
as the mechanism of special measures.  
The second cluster involves metaphors where teachers appear to 
conceptualise their roles being champions for their students, who are 
typically portrayed as underdogs. The categories of teacher as cheerleader 
and teacher as protector DUHVLPLODUWR2[IRUGHWDO¶VµWHDFKHUDVVFDIIROGHU¶
DQG µWHDFKHUDV QXUWXUHU¶ -40). Oxford et al note that teachers 
using this type of conceptual mapping usually subscribe to the learner 
FHQWUHGJURZWKPRGHORIWHDFKLQJZLWKµREYLRXVFRQFHUQIRUWKHZHOIDUHRI
HYHU\ VWXGHQW DORQJ ZLWK GHYRWHG VKDULQJ DQG IDFLOLWDWLRQ¶  40). 
7HDFKHUVXVLQJWKLVPHWDSKRUWRFRQFHSWXDOLVHWKHLUUROHLQWKHLUVWXGHQWV¶
lives in this way can at times portray themselves as crucial to these 
VWXGHQWV DV $YD VD\V µ,¶P WKHUH IO\LQJ WKH IODJ IRU WKH XQGHUGRJV UHDOO\
DQG IRU WKRVH ZKR GRQ¶WDFKLHYH¶  Perhaps this sense of indispensability 
has helped them to stick with the school despite enormous pressures and 
challenges.  
The third cluster draws most consciously on the work of Lakoff and Johnson 
(2003) and Lakoff (2004) who describe two family models which underlie 
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thinking about (western) government policy. These are conceptualised 
along lines of moral values where their Strict Father (in Lakoff and 
-RKQVRQ¶VDQDO\VLVWKLVPHWDSKRURIWKHSDUHQWLVDOZD\VFRQFHSWXDOLVHGDV
male) has the moral authority to set values and rules for the family 
members to follow and those who transgress are dealt with severely. The 
strict father model is contrasted with the Nurturing Parent model whose 
moral values are embodied by notions of responsibility and empathy. The 
nurturing parenting model is based on protection and trust. Within this 
cohort of teachers it seems that the two extremes of parenting are 
embodied by Grant and Joan and the differing ways in which they 
conceptualise the world of teaching. Both are motivated by wanting to do 
what is best for their charges but they have differing conceptions of what 
the best is. Joan in her strict parent role does not question the authority of 
top down initiatives and directives and seeks to re-enforce these, whilst the 
nurturing parent embodied by Grant does question the dominant ideology 
on the behalf of his charges. Other teachers drift into one or other of the 
parenting metaphors in their interviews. In contrast, Judy views the world 
from the perspective of a child-like victim who appears to need protection. 
However there are examples in her interview when she appears to be 
acting in a deliberately child-like manner where she is expecting those in 
charge to act like disciplinarians asserting their authority. What is clear 
IURP-XG\¶VFRQFHSWXDOLVDWLRQLVWKDWVKHEHOLHYHVVKHODFNVDJHQF\DQGVKH
blames others for the situations she finds herself in.  
The final cluster draws on examples from the data where teachers have 
used the metaphor of teacher as traveller to conceptualise their 
experiences. This metaphor also resonates with the work of Lakoff and 
Johnson (2003) who discuss various ways on which the journey schema 
can be applied to express experiences such as LOVE IS A JOURNEY (2003: 
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44) and ARGUMENT IS A JOURNEY (2003: 99). Clark and Cunningham 
explain why the journey metaphor has resonance for so many: 
It is commonly believed in Western cultures that we should have a 
purpose in life and act so as to achieve this purpose. Conceptualised as 
a journey, the person is a traveller with a life plan that serves as an 
LWLQHUDU\WREHIROORZHGWRDFKLHYHRQH¶VJRDOVGHVWLQDWLRQV 
(Clark and Cunningham 2006: 272-273) 
Teachers in these interviews have conceptualised this journey in different 
ways. Howard is a passenger on the journey and has no agency to control 
the route and the itinerary, whereas others are able to follow their own 
paths and guide others towards the right path too. The final category is 
that of border crosser who takes advantage of opportunities to drift beyond 
the oft-travelled path and take detours whilst still retaining some sense of 
agency.  
Despite the teachers having a shared history of relationships, sharing 
common experiences and critical incidents such as being placed in Special 
Measures, different individuals draw on different conceptual systems to 
think about and cope with these situations. In addition individual teachers 
do not always confine themselves to one kind of cluster. They can slip 
between the clusters. Interestingly, Howard (the passenger) and Judy (the 
child-victim) are more or less consistent to one conceptual metaphor 
throughout their interview which perhaps may signal that agency is linked 
with the ability to choose between different metaphorical concepts to better 
understand and rationalise experiences. 
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6.7 Conclusion 
During the process of data analysis for this chapter there were many 
examples of metaphors or metaphorical entailments that could be placed 
into more than one cluster. For examples the categories of lone warrior and 
a possible entailment of adventurer/explorer from µteacher as traveller¶ 
were blurred. The categories of coach and cheerleader were not always 
distinct as were those of protector and nurturing parent. Through the 
analysis I began to think about the characteristics or dispositions of 
individuals and as a result of this process, I have been able to create a 
heuristic which I have tried to convey in the wheel diagram below. The 
purpose of the wheel diagram is to demonstrate that an individual can 
move between different conceptual metaphors and that some of these 
metaphors are closely aligned with each other. 
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TRAVELLER GAME PLAYER 
FAMILY MEMBER CHAMPION 
Guide 
Border 
Crosser 
Passenger 
Child 
Strict Parent 
Nurturing 
Parent 
Protector 
Cheerleader 
Lone 
Warrior/ 
Adventurer 
Tactician 
Juggler 
Team Player 
Coach 
Figure 1: Wheel of metaphorical concepts 
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7KLV H[DPLQDWLRQ RI LQGLYLGXDO¶V UDWLRQDOLVDWLRQV RI WKHLU H[SHULHQFHVDQG
the metaphors inherent within these, offers further help in reaching an 
understanding of the identities of the teachers in this study: 
Our identities, overdetermined by time, place, and sociality, are lived 
through the discourses or knowledge we employ to make sense of who 
we are, who we are not, and who we can become. 
(Britzman 1993: 27) 
It may be that the type of metaphors that the teachers live by helps to 
PDNHVHQVHRIµZKRZHFDQEHFRPH¶LELGLIH[WHUQDOSUHVVXUHVRUWHQVLRQV
mean that we need to find coping strategies.  
Externally imposed pressures on teachers are often measures of 
performativity such as Ofsted inspections and league tables that are 
gesellschaft like pressures. Some of the teachers use the game-metaphor 
to demonstrate their agency so that conceptualising teaching as a game 
allows them to take control and recognise how to develop strategies to win 
and survive within this game. Ball refers to the ability of some teachers to 
SOD\ WKH JDPH DV D PHDQV RI VXUYLYLQJ LQVSHFWLRQV DV µF\QLFDO
FRPSOLDQFHDIDEULFDWLRQ¶%DOO%DOOZULWHVDERXWWKHµFRVWV¶WR
WKHWHDFKHU¶VVHOIZKHQWKH\GRVRDVWKHLULGHQWLW\LVµFDOOHGLQWRTXHVWLRQ¶
(ibid: 222). Teachers in this study who talk openly about playing the game, 
such as Frank, appear to retain a sense of agency in the process and I 
ZRXOG DUJXH WKDW WKH DELOLW\ WR FRQFHSWXDOLVH LQ WKLV ZD\ FRXQWHUV %DOO¶V
QRWLRQ RI WKH µDOLHQDWLRQ RI VHOI¶ DV WKH\ VHHP PRUH DEOH WR SURYLGH µD
rationale for practice, account of themselves in terms of a relationship to 
WKH PHDQLQJIXOQHVV RI ZKDW WKH\ GR¶ LELG  WKDQ WHDFKHUV ZKR
conceptualise their experiences as a passenger might be able to.  
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This reading of identity is based upon my own analysis of the metaphors 
that were used in the interviews and it must be remembered that this 
concept of identity is not frozen in time (Britzman 1993): identity 
formation is a fluid process. If identity is not a fixed notion and if we can 
choose to alter our metaphorical conceptualisations of the way we 
experience the world, then the heuristic inherent in the wheel diagram 
might be of some use when thinking about ways of supporting teachers 
facing change and challenges (and ultimately might help with issues 
associated with retention). The heuristic offers dimensions of identity which 
people inhabit more or less of at different points in their lives.  
Teachers can choose to change the metaphors they live and teach by 
because: 
we have some cognitive flexibility if we become aware of them. Rather 
than being enslaved by our unconscious conceptual systems, awareness 
can give us freedom to reprioritise our metaphors and consider things in 
a new way. 
(Clark and Cunningham 2006: 277) 
Identity is not a fixed notion, we can choose to experience a paradigm shift 
and change/ shift our identity.  
while metaphors are not right or wrong, they do carry with them a world 
view of who we are and hope to be. The choice is ours and we can think 
of no more important one. 
(Clark and Cunnigham 2006: 288) 
The analysis of the metaphors within this chapter offers a different way of 
YLHZLQJWKHVWUDWHJLHVRUµPLQG-VHWV¶RIWHDFKHUVZKRFKRRVHWRFRPPLWWR
working in challenging schools. If teachers were made more explicitly 
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aware of the choices they already make, and the alternative choices that 
they could make, metaphors could potentially help individuals to view their 
experiences differently and ultimately help them to become more resilient 
in the face of adversity. Choosing a different metaphor on the wheel could, 
it can be argued, help a teacher thinking of leaving the profession 
conceptualise their work in a different way and perhaps help them to stay. 
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Chapter 7: Conclusion 
7.1 Introduction 
The rationale for this study was to answer the research question: what can 
we learn about teacher retention from the experiences of long-serving 
teachers in challenging schools? The motivation for the work came from my 
own experience of working in such a school within a school staff that was 
characterised by longevity and stability.  My experience of this research 
has led me to conclude that there is indeed much to be learnt about the 
issue of teacher retention within challenging contexts from those teachers 
who are sometimes considered anomalous, in that they have stayed in the 
schools for the greater part of their career. Their experiences speak to 
policy-makers, to educational researchers and to those considering 
entering the profession. 
This is small study which deals with a specific socio-political context. It 
would be unrealistic to make claims for generalisabilty from the findings. 
The stories told are representative of the views of the participants at the 
time of the data collection. They might well have different stories to tell if I 
were to re-visit them. During the course of the research, I made decisions 
about how to analyse the data; these decisions have had a consequential 
impact upon the conclusions drawn below. For example, the data could 
have been analysed to see if there were gender or class issues that had a 
contribution to make to the debate about teacher retention. Despite these 
limitations, I believe that the interviews have yielded a deep, emotive and 
complex data set and have given privileged access to the realities of lives 
lived in challenging schools. They offer a lens to understand more about 
what motivated these long-serving teachers to stay in the profession. 
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The main recommendations are discussed in depth in this chapter and are 
summarised below:  
 There is a need to challenge and change the dominant discourses 
DURXQGµFKDOOHQJLQJ¶VFKRROVDQGµGLVDGYDQWDJHG¶FRPPXQLWLHV 
 Committing to and feeling part of a community helps retention, and 
policy needs to recognise and reward this commitment. 
 Teachers play a pivotal role in the relationships between schools 
and communities and this role needs to be recognised and 
supported. 
 Models of continued professional development need to evolve to 
incorporate teachers engaged with ongoing research based on 
better understandings of ORFDOFRPPXQLWLHV¶µfunds of knowledge¶ 
(Gonzalez, Moll and Amanti 2005).  
 There is not one standardised way of experiencing the profession. 
Individual strengths and commitments need to be recognised and 
valued. 
 
7.2 Naming the world differently: changing the discourse 
The literature reviewed in chapter two makes it evident that there are 
SDUWLFXODULVVXHVDVVRFLDWHGZLWKUHWDLQLQJWHDFKHUVLQµFKDOOHQJLQJ¶VFKRROV
and that these are compounded by the fact that portrayals of teachers who 
KDYHZRUNHGLQFKDOOHQJLQJRU µIDLOLQJ¶ VFKRROVDUHXVXDOO\QHJDWLYHRQHV
The literature review highlighted the ways in which the construction of 
HFRQRPLFPHWDSKRUVWRVWUXFWXUHVFKRROLQJDQGWHDFKHUV¶SURIHVVLRQDOOLYHV
might be linked to retention (Sachs 2003; Ball 2003).  Apple discusses the 
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impact of these discourses of economics and accountability in relation to 
schools and schooling and calls for a collective attempt to challenge the 
GRPLQDQW GLVFRXUVHV WR µQDPH WKH ZRUOG GLIIHUHQWO\¶ DQG LQ VR GRLQJ
µDVVHUWWKHSRVVLELOLW\WKDWLWFRXOGEHGLIIHUHQW¶ 21). This study has 
attempted to do that by turning to the experiences of a group of long-
serving teachers who have stayed in these schools and to ask them to 
µQDPHWKHZRUOG¶RIWHDFKLQJLQVXFKVFKRROV 
Whilst it is not possible to over generalise from the findings in this study, 
there are ways in which the research can talk to policy makers. In the 
review of the literature, I mention that within the United Kingdom, the 
SURIHVVLRQDOWHDFKLQJVWDQGDUGVDUHVHWRXWLQDNH\WH[WHQWLWOHGµ:K\VLW
VWLOO LQ \RXU FDUHHU"¶ 7'$   7KLV UHIHUHQFH WR sitting still has 
interesting resonance with the long-serving teachers in this study who it 
could be argued have chosen to do exactly that. Sitting still has negative 
connotations in the governmental policy discourse of professionalism.  The 
analyses of the data presented in chapters four to six offer an alternative 
to the reductive view of teachers who did stay still and whose working lives 
were experienced as counter-hegemonic responses to the dominant 
discourse which promotes and valorises constant movement and rapid 
change. In this current discourse of deficit models of passivity and 
complacency, the active decisions, made by teachers in this study, to 
EHFRPH SDUW RI D FRPPXQLW\ DUH GHYDOXHG  9DOXLQJ VXFK µUHVHUYRLUV RI
H[SHULHQFH¶ +062  39) could go some way to helping with 
recruitment and retention in schools facing challenging circumstances. 
The problems of retaining µHIIHFWLYH¶ WHDFKHUV LQ FKDOOHQJLQJ VFKRROV KDV
been addressed by an initiative to use financial incentives, namely the 
µJROGHQ KDQGFXII¶ VWUDWHJ\ &DELQHW 2IILFH 2009), to retain teachers in 
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FKDOOHQJLQJVFKRROV7KLVGRFXPHQWH[SODLQVWKDWµHIIHFWLYH¶WHachers can be 
µGHWHUUHG E\ WKH UHDO RU SHUFHLYHG FKDOOHQJHV RI ZRUNLQJ LQ VFKRROV ZLWK
KLJKQXPEHUVRIGLVDGYDQWDJHGFKLOGUHQ¶Cabinet Office 2009: 52). 
The analysis of the interview data suggests that for this group of teachers, 
their work and contact wiWKµGLVDGYDQWDJHG¶FKLOGUHQKDVQRWGHWHUUHGWKHP
Over time, they have formed relationships with different groups and these 
relational ties are not hierarchical. Strong attachments are made to 
students and to their families, to colleagues and their families, and to 
individuals and their families within the wider community. Their sense of 
loyalty and belonging has been strengthened by such relational ties; the 
VFKRRO KDV EHFRPH DQ H[WHQGHG IDPLO\ ZKLFK LQFRUSRUDWHV µPXOWLSOH
UHIHUHQFHJURXSV¶/LWWOHDQG0FLaughlin 1993). These relational ties have 
been the source of or reservoirs of resilience that have helped individuals 
to stay rooted within the workplace as they feel an attachment to their 
µFRPPXQLW\ RI NLQ¶ (Tonnies 2001: 27). Rather than problematising the 
FKLOGUHQDVµGLVDGYDQWDJHG¶WKHLQWHUYLHZGLVFRXUVHRIWHDFKHUVZRUNLQJLQ
such communities reflects an understanding of context. I believe that there 
PXVWEHZD\VLQZKLFKWKHSROLF\GLVFRXUVHRI µGLVDGYDQWDJH¶FRXOGHYROYH
to incorporate positive recognition and affirmation of the differences in 
lives lived beyond the school gates.  
The stories from the teachers in my study thus produced a very different 
picture of lives lived in challenging schools. Far from being attracted by the 
µJROGHQKDQGFXII¶, their motivations were principled and based on strongly 
held values.  These findings query policy which seeks to retain good 
teachers in such schools through appealing to their perceived financial self 
interest. This is particularly important in the current context where teacher 
stability within challenging schools is a key issue. The research also 
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demonstrates the value in listening to the voices of long-serving teachers 
whose narratives of community may be of more interest and relevance to 
prospective teachers than the prospect of handcuffs, golden or not.  
The research also redresses some of the negative representations of urban 
schools serving areas of social and economic deprivation. The school 
improvement discourses are about schools being rewarded for surmounting 
their context, by raising attainment. The voices in this study have been 
articulating different ways of recognising and working with school contexts 
where increased attainment for the students is a welcome outcome but not 
as an end in itself. Dean, Marilyn, and Isabel painted detailed pictures of 
the ways in which they believe extra-curricular activities enriched the life 
experiences of their students, whilst Grace and Stewart discussed ways in 
which increased pressures for teachers to improve student performance in 
tests are having detrimental effects on the students they teach. These 
voices run counter to the dominant discourses and to overwhelmingly 
negative media depictions of communities and schools facing challenging 
circumstances. As the analysis presented in chapter five shows, the 
teachers in this study viewed the children, the families and the 
communities with deep-rooted affection. This is a similar observation to 
WKDWRI'D\LQDVWXG\RIµRXWVWDQGLQJ¶OHDGHUVRIXUEDQVFKRROVZKLch was 
WKDW D FRPPRQ IDFWRU DPRQJVW KLV KHDG WHDFKHUV ZDV µD SDVVLRQ IRU
HGXFDWLRQIRUSXSLOVDQGIRUWKHFRPPXQLWLHVLQZKLFKWKH\ZRUNHG¶
59). 
Indeed without this sense of attachment and loyalty to these communities, 
it is hard to see how the long-serving teachers could have chosen to 
continue to work in environments which have to counter so much 
negativity, and within circumstances which can be hugely stressful because 
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of the constant surveillance technologies monitoring the work of schools. 
Thomson, in her study of texts produced by the National College for School 
Leadership about leadership in challenging schools, found that there was a 
lack of recognition of the realities of work in such contexts:  
the work on school facing challenging circumstances is part of a large 
policy discourse which demonizes inner urban children, families and 
neighborhoods while individualizing their behaviors and needs and 
ignoring their strengths and assets. 
(Thomson 2007: 1070) 
The discourse of school improvement, which is centrally mandated, serves 
to pass UHVSRQVLELOLW\IRUµSURJUHVV¶to the schools themselves; the schools 
are then measured against centrally prescribed instrumental outcomes 
such as lower exclusion rates and higher test results. This works to 
disadvantage already disadvantaged schools and creates an ethos of 
individualism where a school is in competition with other schools. The 
structures limit the ways in which these schools can communicate their 
ZRUNLQZKDW%HOODKHWDOFDOOWKHµILUVWODQJXDJH¶Bellah Madson, Sullivan, 
6ZLGOHUDQG7LSWRQ%HOODKHWDOXVHWKHFRQFHSWRIµILUVW¶DQGµVHFRQG¶
languages to explore how individuals live in modern society. Within this 
SDUDGLJPWKHILUVWODQJXDJHLVWKDWRI µWKHVHOI-UHOLDQWLQGLYLGXDO¶DQGLWLV 
this that is, according to Bellah et al, promoted as the way to succeed in 
PRGHUQ $PHULFDQ VRFLHW\ 7KH VHFRQG ODQJXDJHVDUH WKRVH RI µWUDGLWLRQ
DQGFRPPLWPHQWLQFRPPXQLWLHVRIPHPRU\¶ 
7KLV µILUVW ODQJXDJH¶ RI SHUIRUPDQFH RXWFRPHV KDV OLPited semantics for 
expressing the positive things that the schools are doing within the 
FRPPXQLW\ VXFK DV WKH SDVWRUDO ZRUN W\SLILHG LQ 0DULO\Q DQG *UDFH¶V
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interviews) or the strategies they are involved in to engage with the 
FRPPXQLW\DV'HDQ¶VLQWHUYLHZWHVWLILHV:LWKLQWKHµILUVWODQJXDJH¶WKHVH
intrinsic values are silenced by the vocabulary of instrumental 
achievements. When these instrumental outcomes are measured against 
other schools serving different, (for example, middle-class) types of 
community, they are heard not only by the wide audience of the education 
authorities and the policy makers but also by prospective parents and the 
media, who then receive (and then, in the case of the media, promulgate) 
messages of failure rather than of success. The interview data, on the 
RWKHU KDQG ZKLFK GUDZ RQ %HOODK HW DO¶V µVHFRQG ODQJXDJH¶ DUH IXOO RI
stories of love and celebration of the students and an affiliation which has 
been born of prolonged contact and familiarity with the specific 
communities served by the schools. 
Whilst the dominant discourses of school improvement and performativity 
could be said to reward those schools and individual teachers who live 
within the first language, the interview stories suggest that these long-
serving teachers have found strength in placing this first language within 
WKH FRQWH[WRI WKHVHFRQG)RUDV%HOODKHWDOVXJJHVW µHYHQ WKRVHPRVW
exclusively caught in the first language seem to be yearning for something 
more¶. (1985: 155). 
In Foucauldian terms, knowledge is constituted in and through discourse 
(Foucault 1972). I would argue that the dominant discourses are not fixed 
and can be countered. One way of challenging the dominant discourses and 
RIIHULQJDOWHUQDWLYHV LV E\ UHFRJQLVLQJ ZKDWHOVH µFKDOOHQJLQJVFKRROV¶ FDQ
GR ZLWK WKHLU UHODWLRQVKLSV ZLWK µGLVDGYDQWDJHG¶ VWXGHQWV DQG WKHLU
communities. 
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7.3 Every community matters 
Throughout the process of carrying out this study, a picture has emerged 
of the ways in which the cohort of long-serving teachers I studied has felt 
SDUW RI D FRPPXQLW\ ZKLFK FRUUHVSRQGV WR 7RQQLHV¶ GHSLFWLRQ RI WKH
gemeinschaft. The stories and experiences of these teachers demonstrate 
the ways in which they have had to hold on to the qualities of gemeinschaft 
in a context in which externally imposed controls and constraints have 
introduced gesellschaft mechanisms. For Tonnies, gemeinschaft is 
dependent upon locational ties, relational ties and ties of shared values.  
7KHHPHUJHQFH RI µORFDWLRQDO¶ DQG µUHODWLRQDO WLHV¶ DV DQ LPSRUWDQW WKHPe 
ZLWKLQWKHLQWHUYLHZFRQYHUVDWLRQVHQFRXUDJHGPHWRFRQVLGHUKRZ7RQQLHV¶
model of community could help explain why these long-serving teachers 
had stayed.  
In describing the pull of locational ties, Tonnies proposes that a relationship 
exists between inhabiting a shared place and being driven by a shared 
purpose. According to Tonnies: 
Community of place is what holds life together on a physical level, just 
as community of spirit is the binding link on the level of conscious 
thought.  
(2001: 27) 
The analysis of the themes emerging from the data which could be grouped 
under the macro-theme of locational ties emphasised the importance to 
this group of teachers of expressing powerful feelings of attachment, and 
belonging to their (work-) place. This analysis of the data gave credence to 
7RQQLHV¶SURSRVLWLRQWKDWDµFRPPXQLW\RIVSLULW¶JURZVIURPIHHOLQJSDUWRI
D µFRPPXQLW\RISODFH¶DQGWKHVHWZRDVSHFWVRIFRPPXQLW\LQWKHVHQVH
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of gemeinschaft, appear to be powerful means for engendering 
commitment and loyalty. This is further compounded by inhabiting that 
community of place with people who could be considered to be part of an 
H[WHQGHG IDPLO\ RU D µFRPPXQLW\ RI NLQ¶ ,Q Figure 2 below, I have 
attempted to represent how, as time moves on, the different layers of 
relational ties help individuals feel the pull of gemeinschaft ties which help 
them to feel they belong to a community. Over time as the relationships 
GHHSHQ WKLV PRYHV WKH LQGLYLGXDO IURP D VHQVH RI WKH µ,¶ WR WKH
µVHGLPHQWDWLRQ RI WKHZH¶ %XWOHU1993: 105). The relationships are non-
hierarchical but they centre on the teacher and begin in the work-place. 
Figure 2:  Diagram of relational ties 
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This proposition that the teachers stayed because they felt strong, 
relational, even family-like, ties is not intended to paint a rose-tinted 
picture of a group of teachers who lived convivially in one work-space 
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throughout the period of their career. Rather, the stories recognise that 
inhabiting the work space with the same group of people has been the 
cause of conflict and problems for some teachers at various times in their 
KLVWRU\ DV -DPHV¶ GLIILFXOW UHODWLRQVKLS ZLWK KLV IRUPHU KHDGWHDFKHU
demonstrates. This confirms what Tonnies says about the realities of living 
DQG ZRUNLQJ LQ SUR[LPLW\ WR µNLQ¶ KH HPSKDVLVHV WKDW DW WLPHV µWKHVH
relationships are the most difficult to preserve and the most susceptible to 
disturbances ± such as disputes and quarrel, which will happen in all group 
OLIH¶   +RZHYHU ZKDW ELQGV WKHP LV µPHPRU\¶ ZKLFK µFUHDWHV
JUDWLWXGHDQGIDLWKIXOQHVV¶DQGµPDQLIHVW>V@LWVHOILQPXWXDOWUXVWDQGEHOLHI¶
(2002: 44). It is the fact that these relationships have grown organically 
and have developed in the space over time that allows this to happen. So 
IRU 7RQQLHV FRPPXQLW\ LQ WKH JHPHLQVFKDIW VHQVH RI WKH WHUP µPHDQV
JHQXLQH HQGXULQJ OLIH WRJHWKHU¶ DV RSSRVHG WR JHVHOOVFKDIW ZKLFK LV
µWUDQVLHQWDQGVXSHUILFLDO¶ 
+RZHYHU7RQQLHV¶RULJLQDOWKHRULHVZHUHDERXWUXUDl communities, and the 
threat to them by the urban society, rather than about modern schools. I 
believe though that the concepts of gemeinschaft and gesellschaft are 
XVHIXOPHWDSKRUVIRUWU\LQJWRXQGHUVWDQGWHDFKHUV¶OLYHVOLYHGLQSDUWLFXODU
µGLVDGYDQWDJHG¶ VFKRRO FRPPXQLWLHV ZKRVHH[LVWHQFHKDV EHHQ SXWXQGHU
pressure by uniform mechanisms such as league tables, inspection regimes 
and the ultimate threat of closure. It would be unrealistic to propose that 
the three schools in this study are wholly gemeinschaft. There are 
elements of gesellschaft which have to be part of any community or 
RUJDQLVDWLRQ LQ WRGD\¶V VRFLHW\ 7KHUH LV , EHOLHYH D FRQWLQXXP EHWZHHQ
the two extremes, and the teachers in this study have been able to benefit 
from gemeinschaft characteristics within their school communities which 
have counter-balanced some of the gesellschaft-like pressures imposed on 
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them and their schools.  By contrast, in schools where the teachers have 
not been able to resist the pressures of the external mechanisms, they are, 
DFFRUGLQJ WR +DUULV µGLYHVWHG RI WKHLU KXPDQ TXDOLWLHV DQG WUHDWHG DV LI
WKH\ZHUHDFROOHFWLYHµ,W¶¶+DUULV.  
Therefore, following Merz and Furman, it is unrealistic to propose that 
schools should be set up to be completely gemeinschaft-like in character. 
The very act of making such a proposal is a gesellschaft-one.  However, it 
is still important to find ways of valuing schools and communities where 
gemeinschaft qualities do exist and to try and communicate this to 
beginning teachers and to policy makers. For as Merz and Furman state:  
wHFDQ¶W KDYHD OLIH RU D VFKRRO WKDW LVRQO\ *HPHLQVFKDIW WRGD\
our modern society simply will not tolerate it. Neither can we have a 
life or a school that is only Gesellschaft, because human nature will 
not tolerate it. 
(Merz and Furman 1997: 98) 
A possible answer to the question, what can we learn about retention in 
challenging schools from these long-serving teachers, therefore, seems to 
lie in the concept of community. Through time, through shared experiences 
of suffering and of joys, the teachers have evolved organically into a model 
of community that is predominantly gemeinschaft in character and these 
gemeinschaft characteristics have enabled them to manage the 
gesellschaft pressures inflicted upon them and in so doing commit to 
schools and offer stability to areas of disadvantage.  
The study suggests that these teachers have stayed because they have 
EHHQDEOHWRILQGZKDW6WULNHGHVFULEHVDVWKHµJRRGV¶RIFRPPXQLW\ZKLFK
DUH µa sense of belonging, loyalty, trust and mutual attachment and 
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FRQFHUQ¶ 6WULNH   7KH ZRUN WKHUHIRUH VLWV DORQJVLGH VWXGLHV
which have called for policy-makers to find ways of valorising these 
µJRRGV¶WRILQGDYRLFHIRUFHOHEUDWLQJFRPPLWPHQWDQGOR\DOW\and which 
UHFRJQLVHVWKDWDFKLHYLQJWKHVHµJRRGV¶LVDORQJ-term strategy rather than 
a quick fix easily measurable solution. 
 
7.4 Teachers as the key to school-community partnerships 
There have been many attempts by governments to offer concepts of 
partnership and community as possible solutions to a range of problems 
LQVLGH DQG RXWVLGH VFKRROV LQFOXGLQJ µHGXFDWLRQDO LPSURYHPHQW
SDUWQHUVKLSV¶DQGµH[WHQGHGVFKRROV¶:LWKLQ(QJODQGDIRUPDOLVHGVWUDWHJ\
for utilising schools to create community cohesion began in the 1980s 
when parent-governors took on an increasingly important role in decision-
making at school level. At the same time, schools began appealing to their 
local communities as parents could exercise choice over decisions about 
schooling for their children.  
Robin Alexander carried out a large-scale comparison of society and 
schools across five nations (India, France, USA, Russia and England) and 
found that within schools in England there was a limited sense of 
community outside school (2000). This was despite a number of initiatives 
aimed at creating partnerships between homes, communities and schools 
DWWKHWXUQRIWKHFHQWXU\$OH[DQGHUFULWLFLVHGWKHµUKHWRULF¶RISDUWQHUVKLS
FODLPLQJWKDWWKHUHZDVLQVWHDGDQDWPRVSKHUHRIµFRQVXPHULVPLQLWVmost 
KRVWLOH DQG FRPEDWLYH IRUP¶ DV SDUHQWV EHFDPH DFFXVWRPHG WR DQ
HGXFDWLRQV\VWHPSUHGLFDWHGRQYDOXHVRIµPDUNHWL]DWLRQ¶ 
if primary schools during the 1960s, the 1970s and the 1980s could be 
criticised for operating on the basis of a deficit model of the home, 
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parents at the turn of the century were being encouraged to take a 
deficit view of the school - guilty of the charge of incompetence until 
proved innocent.  
(Alexander 2000: 235) 
At the same time, educational researchers across the western world were 
concurring with the observations of Lankshear and Knobel: 
school learning is at odds with authentic ways of learning to be in 
the world, and with social practice beyond the school gates. 
(Lankshear and Knobel 2003:31) 
Niesz suggested that the combinatLRQRIWHDFKLQJZLWKLQDFRQWH[WRIµKLJK-
VWDNHVWHVWLQJ¶DQGLQFUHDVHGSUHVVXUHWRDSSHDOWRSDUHQWVDVFRQVXPHUV
had led to teachers feeling that schools were becoming increasingly 
distanced from both the needs of their students and the teachers (2010). 
She reflected that there was no opportunity for professional dialogue, that 
VFKRROV WKDW DUH XQGHU SUHVVXUH WR EH SHUFHLYHG DV µVXFFHVVIXO¶ KDYH QR
time to engage or debate issues, they have to implement whatever 
initiative has been directed at them and be seen to meet targets. As Isabel 
in my study observed, there is the danger that the gulf between students, 
teachers and communities is widening rather than that they are becoming 
drawn together in partnership. 
Despite this, the study of the long-serving teachers in these schools has 
found that community does matter; community within and beyond the 
school gates. The long serving teachers are the pivotal agents in these 
relationships and may offer a more realistic key to what partnerships 
between schools and communities could look like. 
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The idea that teachers could hold the key to partnerships between schools 
and communities is not new. In 1983, Shirley Brice-Heath suggested that 
more informed understanding of the lives lived outside schools by teachers 
would be beneficial to lives experienced inside the classroom. Following her 
own longitudinal ethnographic study of the communities of Trackton and 
Roadville in south east United States of America, she proposed that 
teachers of children from these communities become learners by 
undertaking ethnographic studies of the communities. One of the teachers 
who took part in the study observed that: 
the needs are many, the motivation is amazing; and the goal of learning 
from the students is for us to know what they have, not to tell us what 
they lack.  
(Brice-Heath 1983: 314) 
As the teachers grew in confidence and learned to believe that their 
students could learn and that they could learn from their students, they 
encouraged students to undertake ethnographic studies of their own. Brice-
Heath found that a consequence of these ethnographic studies led to a 
sense of increased trust between the communities (of Trackton and 
Roadville) and the schools.  
This approach countered the deficit models of students and communities in 
areas of socio-economic deprivation, focussing instead on the community 
DVVHWVRUVKDUHGµIXQGVRINQRZOHGJH¶*RQ]DOH]0ROODQG$PDQWL
,Q0ROODQGKLV FROOHDJXHV¶ZRUN WKH WHUPµIXQGVRINQRZOHGJH¶ UHIHUV WR
the range of localised knowledge systems that members of the community 
draw upon in a complex web of information exchange systems across deep 
social networks, for example, religious observations, culinary practices, 
economical transactions and cross-border experiences. Gonzalez, Moll and 
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Amanti argue that the students in their study were engaging with a wide 
UDQJHRIOHDUQLQJH[SHULHQFHVZLWKLQµWKLFN¶PXOWLSOHUHODWLRQVKLSVEXWWKDW
these learning experiences were not recognised in formal education 
systems symbolised by schools. 
Gonzalez and her colleagues argue that by striving to understand the ways 
LQZKLFK µWKHSUDFWLFHVRIKRXVHKROGVDUH WKHRUL]HGZHDVHGXFDWRUVFDQ
FRPH WR GHHSHU XQGHUVWDQGLQJV RI WKH FRPSOH[LWLHV RI VWXGHQWV¶ OLYHV¶
*RQ]DOH]HWDO5HFRJQLVLQJWKHVHµIXQGV RINQRZOHGJH¶UHTXLUHV
teachers to re-evaluate their understandings of what the children in the 
school can do; in the Gonzalez et al study, they identified non-traditional 
mathematics, science, literacy, and challenged notions of deficient and 
impoverished cultures and practices in their local communities. The 
teachers spent time in the homes and families of their students and, in a 
UHFLSURFDODUUDQJHPHQW WKHPHPEHUVRIWKH VWXGHQWV¶FRPPXQLWLHVVSHQW
time in the classrooms. An integral aspect of the exchDQJH RI µIXQGV RI
NQRZOHGJH¶ LV µFRQILDQ]D¶ ZKLFK PHDQV PXWXDO WUXVW RU UHFLSURFLW\ 7KH
teachers found that by engaging with the students and their communities 
LQ WKLV ZD\ WKH\ DOVR HQWHUHG LQWR D UHODWLRQVKLS RI µFRQILDQ]D¶ Zith the 
community. Moll, Amanti 1HII DQG *RQ]DOH] H[SODLQ WKDW WKH µUHFLSURFDO
practices establish serious obligations based on the assumption of 
confianza (mutual trust), which is re-established or confirmed with each 
exchange and leads to the development of long-term relationships¶
 $PDQWL H[SODLQV WKDW WKHVH µORQJ-WHUP ERQGV¶ DUH YLWDO EHFDXVH
relationships are key to learning: 
you can know the academic standards inside and out, and write the 
most creative lesson plans, but if positive, affirming, and mutually 
respectful relationships are not the norm in our classrooms, no learning 
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will take place. Even academic knowledge must be distributed through 
social relations.  
(2005: 140) 
The data from my study suggests that over time many of the long serving 
teachers have establLVKHG µSRVLWLYH DIILUPLQJ DQG PXWXDOO\ UHVSHFWIXO
UHODWLRQVKLSV¶ZLWKWKHLUVWXGHQWVDQGLQVRPHFDVHVZLWKPHPEHUVRIWKHLU
IDPLO\WRR7KH\KDYHLQPDQ\FDVHVWKHIRXQGDWLRQVRIµPXWXDOWUXVW¶WKDW
would make an exchange of funds of knowledge between school and the 
local community a realistic possibility. As well as reducing the gap between 
school learning and learning outside the school gates, exchanges of this 
sort could inform changes to curriculum and pedagogy that might challenge 
the deficit stereotypes of the students and their communities. 
$VWKHWHDFKHUVLQ0ROODQG*RQ]DOH]¶VSURMHFWVEHFDPHPRUHIDPLOLDUZLWK
the funds of knowledge outside the school gates, their understanding of 
their professional identity was challenged as they were forced to question, 
and in some cases, redefine their beliefs and values both about education 
DQGDERXWWKHLUVWXGHQWV0ROOUHIHUVWRWKLVSURFHVVDVWKHµLQWHUQDOL]DWLRQ
RI SHUVSHFWLYH¶ 0ROO   8QGHUSLQQLQJ WKHDQDO\WLFDO FKDSWHUV RI
my study has been an interest in the role of teacher identity. From this 
analysis has emerged a concept of identity that is not fixed but is closely 
bound up with place and context. My research has led me to the conclusion 
WKDWWHDFKHUV¶QRWLRQVRIWKHLUSURIHVVLRQDOLGHQWLWy are bound up within the 
context of the places in which they teach. This has been an attempt to 
answer Elbaz-/XZLVFK¶VFDOOIRUUHVHDUFKLQWRWKHLPSRUWDQFHRIµDVHQVHRI
the teacher teaching in a place¶RULJLQDOHPSKDVLV6XFKRYHUW
attention to the importance of place and identity formation could have 
beneficial implications for the communities served by the schools, as well 
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DV IRU WKH WHDFKHUV¶ SURIHVVLRQDO IRUPDWLRQ DQG GHYHORSPHQW 7KLV LV
especially important in communities which have struggled to communicate 
their specific histories, values and strengths. In the disadvantaged 
communities served by the schools, there has been a tendency to view the 
VFKRROV DV UHSUHVHQWDWLRQV RI JHVHOOVFKDIW DV /L] DQG 'HDQ¶V FRPPHQWV
evidence). Mutual respect between schools and communities and exchange 
RI µIXQGVRINQRZOHGJH¶KHOS WR IRVWHUSODFH-identification from within and 
ZLWKRXW WKH VFKRRO DQG FRQWULEXWH WRZDUGV DFKLHYLQJ WKH µJRRGV¶ RI
community (Strike 2000).  
 
7.5 Teachers as researchers 
This thesis has demonstrated that the teachers in the three schools have 
developed, over time, strong relational ties and attachments to their work-
SODFHDQGLQPDQ\FDVHVDVHQVHRI µFRQILDQ]D¶ZLWK WKHLU FRPPXQLWLHV,
would argue that these emotional ties have helped with retention in the 
schools. Because of these existing ties and their standing in the 
communities, the teachers could act as brokers to  help create research 
SURMHFWVZKLFKDLP WR ILQGRXWPRUHDERXWZKDW WKH µIXQGVRINQRZOHGJH¶
are within their local communities. By finding ways of valuing the funds of 
knowledge within these communities, such work would help to counter 
deficit images of the school and the community and help to change the 
discourse surrounding these contexts.  This is not an easy or a superficial 
task since it challenges hierarchies of received knowledge. As Thomson and 
Hall point out: 
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The object is also to change what counts as important knowledge so 
that the dominant forms of knowledge are decentred and more inclusive 
models of knowing - and being - are recognised and taught to all.  
(2008: 89) 
I suggest that there should be a change in the expectations of continuing 
professional development (CPD) for teachers. This should be less 
performance-based and instead move towards teachers engaging in long-
term projects with an ongoing focus on community. This marks a shift from 
µWRS-GRZQ¶ WR µERWWRP-XS¶ PRGHOV RI &3' ZKLFK DUH WUXO\ UHIOHFWLYH DQG
responsive to the needs of the local (and/or school) community. Such a 
model of CPD would QRWEHILQLWHLWPLJKWZHOOWDNHWKHIRUPRIµQDUUDWLYH
OHDUQLQJ¶*RRGVRQ, Biesta, Tedder and Adair 2010). The interviews in this 
study have been snapshots of a type of narrative learning which could be 
even more fruitful if extended over time. According to Goodson et al, 
µQDUUDWLYH OHDUQLQJ¶ JLYHV LQGLYLGXDOV WKH RSSRUWXQLW\ WR OHDUQ µIURP WKH
QDUUDWLYH¶WROHDUQµLQWKHDFWRIQDUUDWLRQ¶DQGµLQWKHRQJRLQJFRQVWUXFWLRQ
RI D OLIH VWRU\¶  7HDFKHUV HQJDJHG LQD ORQJ-term project of 
CPD which looks at their understanding of local communities will inevitably 
also be engaging in important self and professional identity work, which 
will support them in developing individual agency alongside a strong sense 
of engagement. This seems very likely to contribute to retention within the 
profession. 
I believe that the voices and experiences of the long-serving teachers in 
this study offer evidence of ways in which the difficulties of attracting new 
HQWUDQWV WR ZRUN LQ µFKDOOHQJLQJ¶ VFKRROV FDQ EH DGGUHVVHd. Working 
alongside experienced teachers through the early years of teaching, and 
engaging with them in debates about the complex nature of the work, 
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going beyond the prescribed standards and taking into account local 
community contexts would, I believe, strengthen commitment and help 
beginner teachers to feel part not only of a teaching community but also of 
the local community. This could take the form of Masters work, if this 
mentoring model within the school was married with theoretical work, in 
partnership with a higher education institution, which examined sociological 
and educational studies of context.  
As the concept of community continues to evolve there will be further 
opportunities for teachers to engage with educational research. The 
communities they work in are not bounded and are continually changing. 
By this I mean that local contexts are susceptible to change as migration 
and economic trends develop. In addition, young people within these 
places are becoming increasingly more likely to view YLUWXDOµSODFHV¶DVVLWHV
LQZKLFKWRµQHJRWLDWHWKHLUVHQVHRIVHOIDQGFRPPXQLW\¶6WHYHQVRQ
355). As they do so, their funds of knowledge will expand further and 
teachers will need to work closely with them to help them to remain 
engaged with schoROVDQGSHUKDSVZLWKWKHLUµUHDO¶FRPPXQLWLHV 
 
 7.6 Agency, metaphors and retention 
The metaphors that the teachers in this study draw upon indicate the ways 
in which they have enacted a sense of individual freedom. They are also 
illustrative of the ways in which some seem to have more agency and 
control over their experiences than others. The analysis presented in 
chapter six offers an account of the ways in which teachers conceptualise 
their experience through the metaphors they employ and live by (Lakoff 
and Johnson 2003). The heuristic offered in the wheel diagram at the end 
of chapter six shows the ways in which individual teachers can move 
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between and across different conceptual metaphors and that some of these 
metaphors overlap.  
I have argued that these conceptual mappings are not fixed and that 
individuals can alter their metaphorical conceptualisations of the ways in 
which they live and experience their work in schools and in their 
communities. Some of the participants, deliberately or otherwise, utilised 
metaphors which gave them agency and, I would suggest, helped them to 
develop ways of coping with the gesellschaft-like pressures. I have followed 
Britzman in her conceptualisation of identity as not being fixed or frozen in 
time (1993) to propose that the heuristic could be used to offer alternative 
ways of viewing professional identity within the teaching profession, and 
that this could be particularly useful for working with beginner teachers or 
for those working to champion teachers working in schools which are 
FRQVWUXFWHGDVµIDLOLQJ¶ 
The long-serving teachers in my study are atypical in their choice to stay in 
µFKDOOHQJLQJ VFKRROV¶ 7KH DQDO\VLVKDV VKRZQ WKDW WKURXJK WKHLU FDUHHUV
these teachers have been able to draw on different conceptual metaphors 
to help them understand their experience and it is suggested that if the 
data generation had taken place at another time in their careers, the 
choice of conceptual metaphors might have been different.  Equally, it is 
not outside the realms of possibility to suggest that if the teachers were re-
interviewed after the Academies had been opened, that they might well be 
drawing on different conceptual metaphors to construct this new episode in 
their life-histories. Indeed there is anecdotal evidence to suggest that some 
of the teachers in the study decided not to make the move to work in the 
new structure.  
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However, some did stay on and worked in the new Academies.  Howard, 
for example, stayed on and took on a new role working with beginner 
teachers on the graduate teacher training programme. This role gave him a 
fresh perspective and had the effect of offering him the opportunity to draw 
on different conceptual metaphors. In my follow-up conversations with 
Howard, he seemed to have shifted from being D µSDVVHQJHU¶ WR EHLQJ D
µJXLGH¶ DQG DSSHDUHG WR KDYH VWURQJHU PRWLYDWLRQV WR VWD\ LQ WHDFKLQJ
whereas before he was looking for early retirement.  
 
 
7.7 Schools as communities of individuals 
Whilst they do express ideas and values of belonging to a community of 
shared ideas, the teachers in this study are not a homogenous group.  
In Gemeinschaft they stay together in spite of everything that separates 
them; in Gesellschaft they remain separate in spite of everything that 
unites them.  
(Tonnies 2001: 52) 
ToQQLHV H[SODLQV WKDW WKH SUHVVXUHV RI OLYLQJ ZLWKLQ µFRQWLQXRXV SUR[LPLW\
DQGIUHTXHQF\RIFRQWDFW¶KDYHWRµEHFRXQWHU-balanced by a high degree of 
LQGLYLGXDOIUHHGRP¶-30).  
It was important to the teachers in this study to be individuals whilst at the 
same time feeling part of a community. Individuals are needed for 
communities to flourish and there is strong anecdotal evidence to suggest 
that those communities which are perceived by outsiders to be challenging 
need the individuals, the, at times, maverick characters to keep the 
community alive and strong. If the group is made up of a body of people all 
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demonstrating common characteristics, and becoming an obedient, 
standardised but homogenised whole then I would argue that in times of 
conflict there would be no inner reserves to draw upon. The interview data 
collected for this study contains examples of individual teachers who at one 
time or another recall doing something different to the norm or working to 
overcome an individual challenge. For example, Laurence, Judy and Ava 
recall ways in which they had to deal with personal problems and how the 
support received from their school community strengthened their feelings 
of attachment to their work-place. Grant and Frank discuss the ways in 
which their approach to work-place challenges was individualistic and 
perhaps contrary to what they would have been advised to do 
professionally. In very different ways, Liz, Joan and James talk about the 
ways in which they responded to the acts of surveillance during various 
inspections.  These individual stories, over time, become part of a shared 
memory and help to strengthen ties to a particular community. According 
to Goodson et al:  
Stories have the potential to provide our lives with continuity, vivacity 
and endurance. They can create a past of which we have memories and 
a future about which we can have hopes and fears and can thus bring 
about a sense of the present in which our lives are lived. 
(Goodson et al 2010: 1) 
Bellah et al (1985) write about how imporWDQWLWLVWRH[LVWLQDµFRPPXQLW\
RIPHPRU\¶ZKLFKLVµRQHWKDWGRHVQRWIRUJHWWKHSDVW¶ZKHUHLQRUGHUWR
NHHSWKHSDVWDOLYHLQWKHSUHVHQW µDFRPPXQLW\LVLQYROYHGLQUHWHOOLQJLWV
story, its constitutive narrative,  and in so doing, it offers examples of the 
men and the women who have embodied and exemplified the meaning of 
WKH FRPPXQLW\¶ WKH QDUUDWLYHV VKRXOG LQFRUSRUDWH VWRULHV RI µVKDUHG
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VXIIHULQJ¶DQGLQVRGRLQJ µWKHFRPPXQLWLHVRIPHPRU\WKDWWLHXVWRWKH
past also turn us towards the futurHDVFRPPXQLWLHVRIKRSH¶ 
Whilst the long-serving teachers in this study appear to have had the pull 
of gemeinschaft to keep them rooted in the schools, there will have been 
others who have been pulled by gesellschaft to keep moving and changing 
schools and roles as they progress through their career. It has not been 
WKHLQWHQWLRQRIWKLVZRUNWRSULRULWLVHRQHµW\SH¶RYHUWKHRWKHU,QIDFW,
EHOLHYH WKDW WKHUH LV D SODFH IRU ERWK LQ WRGD\¶V VFKRROV 6FKRROV QHHG
people who are able to respond to instrumental pressures if the schools are 
to survive. There needs to be a recognition that the profession is not 
homogenous and that, alongside these long-serving teachers, there are 
teachers who view the profession as part of a portfolio career (Handy 
1994). This recognition might also help with retention. If those who choose 
to leave the profession are made to feel that they can come back and be 
welcomed and mentored by those who have stayed, then attrition rates 
may begin to stabilise. Those who come back would benefit from the 
experience of those who have stayed and those who have stayed would 
benefit from the fresh perspective of those who have returned.  
 
I believe that there should be different ways of viewing the profession and 
that, just as there are different routes in to the profession, there are 
different routes for living within the profession. All should have equal value 
and should be recognised in the discourses around teaching. A teaching 
profession that was constructed along such lines, where individual life-
paths were encouraged and where trust was endemic, might lead to 
WHDFKHUV DFKLHYLQJ ZKDW $ULVWRWOH GHVFULEHG DV µKXPDQ IORXULVKLQJ¶
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(Younkins 2003). For the long-serving teachers in this study, flourishing 
would incorporate notions oIWKHµJRRGV¶RIFRPPXQLW\RXWOLQHGDERYH 
Teachers are likely to want to stay in a profession where the long-term 
goal is the pursuit of human flourishing.  
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Appendix A 
PARTICIPANT CONSENT FORM 
 
Project title A Study of the Working Lives of Long-Serving Teachers in 
Inner-City         Schools 
5HVHDUFKHU¶VQDPH Jo McIntyre   6XSHUYLVRU¶VQDPH Christine Hall 
 I have read the Participant Information Sheet and the nature and 
purpose of the research project has been explained to me. I 
understand and agree to take part. 
 
 I understand the purpose of the research project and my involvement 
in it. 
 
 I understand that I may withdraw from the research project at any 
stage and that this will not affect my status now or in the future. 
 
 I understand that while information gained during the study may be 
published, I will not be identified and my personal results will remain 
confidential.  
 
 I understand that I will be recorded during the interview.  
 
 I understand that data will be stored on audio tapes, and hard and 
electronic FRSLHVRIWUDQVFULSWLRQVZLOOEHNHSWRQWKHUHVHDUFKHU¶V
computer and in her desk and only be accessible to the researcher. 
Anonymised extracts will be analysed and may form part of the thesis. 
 
 I understand that I may contact the researcher or supervisor if I 
require further information about the research, and that I may 
contact the Research Ethics Coordinator of the School of Education, 
University of Nottingham, if I wish to make a complaint relating to my 
involvement in the research. 
 
Signed «««««««««««««««««« (Research Participant) 
Print name «««««««««««««««««««««««««   
Date «««««««««««« 
Contact details 
Researcher: Jo McIntyre (ttxjm10@nottingham.ac.uk) 
Supervisor: Christine.Hall@nottingham.ac.uk; School of Education Research 
Ethics Coordinator: andrew.hobson@nottingham.ac.uk 
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Appendix B 
Interview Schedule 
 
1. Can you tell me a little about yourself? How long have you been at 
(name of school)? What is your current position within the school? 
2. Tell me about your initial appointment to the school? What drew you 
to apply for a post here? What were your first impressions? Tell me 
a bit about what the school was like then. 
3. How has your job changed since your initial appointment? In your 
time here what have been the main things you have done and why? 
4. How long have you worked here? What are your memories of the 
school and teaching over this time? Tell me about some of the highs 
and lows of your time here. 
5. What do you think you have gained from working in the inner-city? 
Why do you think you chose to stay committed to the inner-city? 
6. Is the school similar to previous ones you have taught in? Tell me 
more about this. 
7. Can you try and sum up what (Name of School) means/ symbolises 
to you? 
8. What for you is the point of education? 
9. How do you respond to the plans for the proposed changes to the 
school? How do these plans make you feel on a personal level as 
well as a professional level? 
10. Tell me about some of the other major changes you have 
experienced in your career (prompt: distinguish between imposed 
change and self-initiated change). What were your reactions to 
some of these? What did you do? How did you cope/deal with it? 
(prompt: how did these have an impact upon you, professionally 
and personally? Again - What did you do? How did you cope/deal 
with it?) 
11. Can you remember any specific policies or directives designed to 
bring about improvements for children such as those in this school? 
Were any of these successful in your opinion? Why? What did you 
do? How did you cope/deal with it? (prompt: how did these have an 
impact upon you, professionally and personally? Again - What did 
you do? How did you cope/deal with it?) 
12. ,¶PWU\LQJWRJHWDSLFWXUHRIWKHZRUNLQJOLYHVRf teachers who have 
committed themselves to working in the inner-city and of how they 
have understood the waves of policy change. Is there anything else 
I should have asked you to get a clearer picture of this from your 
experience? 
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Appendix C 
Interview with Laurence 
SUHDPEOHEHIRUHUHFRUGLQJDERXWP\VFKRRODQG/DXUHQFH¶VGD\ 
 
JM: 
How long have you been here and what is your current position within the 
school? 
L: 
I was thinking the other day of writing a book and the title would have 
EHHQµ-RVHSK0RRUH6FKRRO0\SDUWLQLWVGRZQIDOO¶,¶PD6SLNH0LOOLJDQIDQ
I came the year that it went comprehensive; I came in 1974 so I have 
worked here for 33 years now I just started as a Mathematician within a 
year or so had got a promotion to Head of Year and then a little while later 
I got promotion to Head of Department alongside Head of Year and then I 
was Senior Teacher where I was head of Lower School so I rose quite 
quickly to a level of incompetence (laughs) and remained there with 
changes in management of the school and whatever I changed from 
somebody who had been at the forefront I tended to get as often happens 
when new management comes in pushed aside so I have got a lesser role 
now than I had 20 odd years ago 
JM: 
So what is your official title now, your official role? 
L: 
Oh I am second in the Maths department and I am the Year 9 achievement 
coordinator  
JM: 
Is that new speak for head of year? 
L: 
The only reason I took it on because I have applied for jobs over the years 
and not got them and I have a fair amount of you know well they came to 
DVNPHZRXOG,GRWKHMREDQGLWZRXOGQ¶WDIIHFWPHLQDQ\ZD\LI,VDLGQR
So I made it quite clear that having many years ago been a head of year I 
GLGQ¶WZDQWWRVSHQGP\WLPHVRUWLQJRXWRWKHUSHRSOH¶VSUREOHPV,TXite 
like the idea of supporting students through to help them succeed rather 
WKDQGRLQJRWKHUSHRSOH¶VGLVFLSOLQHSUREOHPVVR,PDGHLWTXLWHFOHDUWKDWLI
,ZDVWRGRWKHMRELWZRXOGEHDORQJWKHOLQHVRI\RXNQRZ,ZDVQ¶WDKHDG
of year I was an achievement coordinator and I have managed to stick to 
that I have been quite determined not to be picking up kids that are just 
discipline problems and I have been trying to work on that now whether 
management are happy with what I have done or not is another matter but 
I have felt that I have been reasonably true to what I said I was going to 
do 
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JM: 
And how long have you been doing that? 
LI: 
Since September 
JM: 
Ok so its fairly new then? 
L: 
Yes 
JM: 
So when you initially applied to the school, what drew you to apply here 
can you remember? 
L:: 
Well the way they did it in those days was you could apply to the pool so I 
applied to [Name of city] as an authority and we applied here because my 
ZLIH¶VSDUHQWVOLYHGLQ[Name of city] or just outside [Name of city] so we 
thought it would be a reasonable place to work and we both got jobs in the 
pool and I ended up here  
JM: 
Ok and what were your initial impressions of the school can you remember?  
L: 
<HVLWZDVUHDOO\TXLWHVWUDQJHEHFDXVH\RX¶GJRWWKH«DV,FDPHKHUHWKey 
had changed it so the first year was the first year of the comprehensive 
intake and the remaining years including the sixth form were of the 
grammar school intake however having said that there had been plans 
afoot for a while so it had been a bit of a dumping ground for the county to 
SXWLQNLGVWKDWWKH\FRXOGQ¶WILWDQ\ZKHUHHOVHDQG,ZRXOGVD\HVSHFLDOO\
in year 2 and 3 what would now be years 8 and 9 that there were three 
forms of entry and the C form was nowhere near grammar school standard 
it was an all boys school up to that point a lot of bright individual lads I 
was amazed how concerned some of the experienced teachers were you 
know what it was going to be like in a comprehensive school teaching girls 
WHDFKLQJSHRSOHZKRKDYHQ¶WJRWWKDW«DQGLt was an interesting sort of 
stage there must have been about five or six of us who came in at the 
same sort of time so it was just interesting really a mixture of an old 
grammar school and youngsters coming through 
JM: 
How long did the sixth form stay open? 
L: 
Well I think they had to offer a sixth form to those students who had come 
when it was still a grammar school but as the numbers dwindled I think it 
closed a couple of years early 
JM: 
Did that have a knock on effect on some of the staffing here because 
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people presumably wanted to teach A level? 
L: 
7KHUHZHUH«,GLGQ¶WLWGLGQ¶WFRPHDFURVVP\FRQVFLRXVQHVVWKDWSHRSOH
might have been thinking along that line there was a group of staff that 
had been here for 25-30 years who were solid and they had no intention of 
moving or going anywhere else because it was all they had done there 
were younger people that were coming through and thinking about it some 
RIWKRVHPRYHGRQEXWLW¶VDVWUDQJHVRUWRIVFKRROLW¶VWKHNLQGRIVFKRRO
where people either move on after two years or stay for a long time 
JM:  
You have given me a little potted history of your career so what have been 
the main things you have done here and can you think back to why you did 
them? 
L: 
Like anybody you come into a place and you are newly married and you 
are wanting to move forward you will take anything that is offered to you 
DQGWKDW¶VZKDW,WKLQNWHDFKHUVGRWKHUHLVWKLVWKLQJWRJHWRQ,KDYH
QHYHUKDGDVSLUDWLRQVWREHDKHDGWHDFKHU,WKLQNLW¶VDYHU\GLIILFXOWMRE,
think when opportunities presented themselves I took them and in a lot of 
cases it was the head of year job that I was asked if I would do back in the 
GD\VZKHQWKDWZDVWKHFDVHKHDGRIGHSDUWPHQW¶VMRE\RXNQRZDQGLW
was suggested that I should apply for that it was open for interview for 
SHRSOHRXWVLGHWKHVFKRROZKDWHYHUDQGWKHVDPHZLWKWKHVHQLRUWHDFKHU¶V
job you know if you are in the school and you are doing a job and you feel 
that there is something else that comes along that you feel you can do and 
it just IHHOVOLNHDQDWXUDOSURJUHVVLRQDQGWKDW¶VZKDWLWZDV,KDYHQHYHU
planned out or mapped out anything or whatever I mean by nature I tend 
to fall into things rather than have a 5 year or 7 year plan and it was just 
like now I do tell people on a regular basis that really although its worked 
DOULJKWIRUPH,¶YHKDGDIHZGLIILFXOW\HDUVWRZDUGVWKHHQGEXWLWVZRUNHG
DOULJKWIRUPHDQG,GRQ¶WWKLQNUHDOO\,¶GEHZDQWLQJWRFKDQJHLWYHU\
much but its not an ideal scenario you do not want to be spending a lot of 
WLPH,UHDOLVHGDIDLUO\ORQJWLPHDJRWKDWRQFH,¶GJRWWKHKHDGRIPDWKV
and the head of year that I was really in a very poor position to be 
transferred anywhere else or to get an appointment anywhere else because 
at the sort of level that I would be going for at deputy head they would be 
looking for people with experience of three or four different types of 
schools and what I have done by taking on promotion in the same school is 
actually limited my chances but by the time I had got through there you 
had got a group of people you were friends with and your whole life outside 
VFKRROLVPRYLQJRQDQGEHIRUH\RXNQRZLW\RX¶YHPDGH\RXUPLVWDNHV
DQG\RXFDQ¶WGRDQ\WKLQJDERXWLW 
JM: 
Your whole teaching career has been at Joseph Moore? 
L: 
(Nods) 
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JM: 
Ok in that time you have built up some strong memories good and bad, 
could you tell me about some of the highs? 
L: 
Its strange that I suppose that last year when we actually got 70% L5 or 
above on the Sats and the GCSE results that was kind of really, really good 
its just little individual things its when you see people afterwards or I 
reckon I could well be about 4 or 5 years off teaching the grandchildren of 
people that I taught when they were eleven and its when you see people 
come back and its when you VHHSHRSOHDVSDUHQWVDQGWKH\¶YHJRWWKH
UHVSHFWIRU\RXDQGWKH\¶YHJRWIRQGPHPRULHVRIWKHVFKRRODQGWKLQJV
like that its just the whole thing about being a part of a school that went 
through a really bad spell where it got a lot of criticism from outside the 
area for a long time but there were still an awful lot of people that 
remained and had confidence in the school and would send their children 
there because they had been there and I think there has always been that 
under-riding thing of pulling together of the staff, the staff has always been 
through the worse times even if there has been an odd spat with one 
another you always present a united front to anybody that comes in and 
the kids are a little bit that way as well and its just that sense of belonging 
over the time that are the highest points. 
The lowest points are you know kind of my personal career where you 
NQRZ\RX¶YHEHHQPRYHGRQ\RX¶YHEHHQRYHUORRNHGIRUSURPRWLRQVRUQRW
even for promotions the jobs that you know very well that you can do but 
because people want to change it and move forward and do different things 
then they want different faces in management teams and I can rationalise 
that and understand it and it would be alright if they did it to somebody 
else but when they do it to you, you know and it is very demotivating, 
deskilling you know I went through a very bad period kind of five or six 
years ago to the point where I lost a lot of confidence in my own ability but 
sort of came through that and  
JM: 
How did you come through that? 
L: 
(pause) I think it was just a rationalisation of the fact that I had to work 
\RXNQRZDQG,¶PYHU\IRUWXQDWHLQWKDWWKH\ZHUHSD\LQJPHDVHQLRU
teacher wage and you know I had applied for certain jobs and jobs that I 
KDGEHHQGRLQJDQGGLGQ¶Wget them and at the end of the day I thought 
well you have done everything that you can do you just go in and do your 
job and you kind of work with the people that you get on with and do that 
and support them the best you can and you know you just go through that 
and it really is the rationalisation that it was wasted energy getting upset 
at people you know and I was finding with my career that you are getting 
towards your 50s or near enough within touching distance the chances of 
me going anywhere are slim I remember having a conversation with 
somebody and they were saying that having been in a place and doing 
what you have done you go to another school and it would be even worse 
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and it got to the point then where we just (pause) the head of department 
now I get on well with and it was actually him that helped me through it 
and to be honest with you he has threatened to pack up and go somewhere 
else and if he had left I think I would have found it very difficult and I 
would have become very isolated or whatever but its strange you know 
kind of it was a really eerie sensation because as a senior teacher you 
come across people who are going through difficult spells and you know all 
the answers because you have been talking them through it but when you 
come to be in the same situation yourself you know all the rationale you 
NQRZDOOWKHUHDVRQV\RXNQRZDOOZKDWZHVKRXOGEHGRLQJEXWLWGRHVQ¶W
make any difference and it is a very difficult time and I would think that a 
lot of people go through it, kind of good support from home, having 
interests outside of school I tend to find the ones that really crack up are 
WKHSHRSOHWKDWKDYHQ¶WJRWLQWHUHVWVRXWRIVFKRRODVZHOODQG,JRRII
playing football or cricket or whatever it is and know quite a few people 
outside of teaching so that when you went out to a dinner party or 
VRPHWKLQJOLNHWKDW\RXGLGQ¶WHQGXSMXVWWDONLQJDERXWWHDFKLQJ\RXNQRZ
you got a chance to get away from it. But it is difficult and you know mine 
was the fact that I felt deskilled because I had been knocked back don the 
pecking order I mean I know people who have suffered just because it has 
come to that crisis in their life you know what are they doing? Where are 
they going? And you know 10 or 15 years stretching ahead of people can 
be an absolute nightmare  
JM: 
When was that?   
L: 
,PHDQ,FDPHWRDSRLQWZKHUH«LIZHJREDFNWKURXJKWKHKHDGVZH¶YH
got Grant now it was (name) before that before that we had a gentleman 
well (name) and the one before him now when he came was when things 
seemed to change for me greatly and it might sound a little bit bitter and 
twisted but I think there was a deputy that came in with the head and they 
wanted their team around them and whether they felt because you know I 
had got a lot of friends on the staff and whatever whether they felt that 
they wanted to do it differently and I can sit back and I can rationalise the 
fact that you are coming into a new place you have been charged with 
changing the thing moving it forward and if you are just sticking with the 
same people who have been doing it before it can be the same mistakes or 
whatever so I can rationalise it but when its happening to you its not that 
easy to do. So basically it came to a change of management and having 
been quite a stable senior management team for a long time it suddenly 
started swapping every couple of years  
JM: 
$QGWKDW¶VGHVWDELOLVLQJIRUWKHVWDII" 
L: 
Well  this was about the same time that we got in Serious Weaknesses and 
6SHFLDOFRQFHUQVVR\RX¶YHJRWDOOWKHSUHVVXUHVDQGHYHU\WKing on you 
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\RX¶YHJRWSHRSOHWU\LQJWRGUDJWKHVFKRROGRZQ\RX¶UHWU\LQJWRGR\RXU
best and it was all about that sort of time 
JM: 
What do you think you have gained from working in the inner-city? 
L: 
,¶PDZRUNLQJ-FODVVODGIURP0DQFKHVWHU,¶YHJRWQRDLrs or graces but I 
think what its done is given me a great reality on life you know and it 
certainly broadens your horizons when you hear what some of the kids 
have to put up with in their life it gives you a better perspective on life you 
know you hear politicians spout off about certain things and you can say 
ZHOO\RX¶YHJRWQRLGHDRIWKHUHDOLW\RIOLIHDQGDOVRWKHRSWLPLVPWKDWLW
gives you where people come back to see you, I was on duty the other day 
and a lad came in and it must have been about 4 or 5 years ago when he 
left and he had been and got his college qualifications and so on and he 
had been picked up by a multinational and given 15 grand to have a year 
off  and do that because when he comes back he is going to be on a really 
high level and \RXNLQGRIIHHOWKDW\RX¶YHKDGVRPHVRUWRIKDQGLQ
VRPHERG\PRYLQJIRUZDUGJUHDWO\DQG\RX¶YHSURYHQWKDWWKHRSSRUWXQLW\
is there for everybody and people regularly hear these kind of success 
VWRULHVRISHRSOH\RXNQRZZH¶YHMXVWJRWD3*&(VWXGHQWWKat is here who 
,WDXJKWRGG\HDUVDJRDQGKH¶VFRPHLQWRWHDFKLQJODWHEHFDXVHLWV
VRPHWKLQJKHZDQWVWRGREXWKH¶VPDGHDVXFFHVVRIKLVOLIHKHZDVQ¶W
really anything brilliant when he was at school he was a quiet timid sort of 
lad but we gave him the grounding that if he wanted to he could succeed 
DQGWKHUH¶VORWVRISHRSOHOLNHWKDWDQGLWVWKLVZKROHWKLQJWKDW\RXKDYH
given youngsters in difficult circumstances and not everybody has taken 
them and not everybody is a raving success story but you see people who 
have just quietly got on with it and made quite reasonable success of their 
OLYHVWKH\¶YHKDGFKLOGUHQDQGWKHFKLOGUHQDUHIDLUO\VROLGUHDVRQDEOHVRUW
of children and you can tell that they come from a good caring home and 
not all the time are you going to get people at the top I think its this idea 
that you are trying to produce solid citizens just people who can actually 
play a useful part in society and we see these on a regular basis its just 
WKDWVRUWRIWKLQJDQGZH¶UHSHUSHWXDWLQJWKH idea that people from any sort 
of background can make it 
JM: 
Is that one of the rewards of teaching do you think? 
L: 
Yes, I think it is its this thing about seeing somebody five or ten years 
GRZQWKHOLQHDQGKDYLQJEHHQKHUHIRUDVORQJDV,KDYHWKHUH¶V 5000 or 
SHRSOHZKR¶YHEHHQWKURXJK\RXUKDQGVVRWRVSHDNEHFDXVHHYHU\
now and then you meet one and they speak fondly of you and of the school 
WKHQREYLRXVO\\RX¶YHKDGVRPHVRUWRILQIOXHQFHRQWKHPRQKRZWKH\¶YH
WKRXJKWDQGJRQHRQDQGWKDW¶VYHry gratifying 
JM: 
Would you say you were committed to inner-city education? 
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L: 
,WVVWUDQJHEHFDXVH,GRQ¶WNQRZZKHWKHULWVEHHQOD]\RUJHWWLQJLQWRD
situation where kind of things have come to you fairly easily though I 
worked very hard you know and I think I was justly rewarded for the 
HIIRUWVWKDW,SXWLQDQG,IHHOWKDW,GLGDJRRGMRE,GRQ¶WWKLQN,KDYH
made a decision or promise to myself that I would work in a city school you 
know I got into a city school it worked for me I got promotion when I was 
\RXQJ,JRWWRWKHSRLQWZKHUH,UHDOLVHG,ZDVQ¶WJRLQJWRJHWLQDQ\ZKHUH
else I suppose I could have taken a drop in pay and gone but people are 
always very suspicious when you do that but being a mathematician I 
probably could have got a job somewhere else but its just been the sort of 
thing where I have stayed so its like a comfortable pair of shoes you fit in it 
and it seems right and you just continue to do it  
JM: 
Can you try and sum up what Joseph Moore means to you? Or symbolises? 
L: 
,¶YHDFWually spent more waking hours in this place than anything else, 
VRPHWKLQJKDSSHQHGDIHZPRQWKVDJRZKLFKMXVWVXPPHGLWXS,¶GKDGD
thing after school an evening thing it may have been a year 7 open 
evening or something like that and my wife suddenly appears at the door 
of the staffroom and we are shepherded down here and we sit down in this 
room (gestures to this room) and she tells me that she has got cancer and 
you juts thing you know typical you find out in school you know and 
everything has gone really well and its all been sorted and whatever but its 
MXVW\RXNQRZWKDW\RXIHHOWKDW¶VW\SLFDORI\RXUOLIHRQHRIWKHPRVW
serious bits of information that you are here and its while you are sitting in 
the interview room in the school and its just and its things like family you 
NQRZNLQGRI\RXFDQFDOOLWDVPXFKDV\RXZDQWEXWGRQ¶WOHWDQ\ERG\HOVH
call it you know. And it is lifelong friends one of my best friends out of 
school used to teach here and moved on somewhere else and has now 
UHWLUHGDQG,¶YHJRWIULHQGVGRWWHGDOORYHUWKHSODFHWKDW,¶YHWDXJKWZLWK
from here and there is a tremendous bond and the people have made it so 
its just working in (pause) the staff have been the same the staff have 
been tremendous and there has never been this people in it for themselves 
its always been people that have tried that have tended to disappear. But 
LW¶VDWUHPHQGRXVIHHOLQJRIGHMD-vu you see all these youngsters coming 
through and telling you everything new that they have been doing that you 
did twenty odd years ago but having been in that same situation myself 
you know having risen very quickly and got two or three positions of 
responsibility and seeing in the faces of  people I was talking to who had 
been in the job for 30 odd years and I think that has helped me an awful 
lot in helping me dealing with people and stopped me getting annoyed and 
upset at people because take me back 30 years and I was in exactly the 
same position as these people and it gives you a greater understanding of 
what has gone on and of how those people must have felt at the time and 
it was even worse for them because they were a grammar school and had 
all these devils you know being brought into the school but it helps to be 
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able to just think back and before you start having a go think you were one 
RIWKRVHSHRSOHDQG\RX¶YHEHHQWKHUHDQGGRQHLWDOODQGZKDWKDYH\RX
and you just like to smile at these people when they go on about  kind of 
how hard they are working  and things like that and you know been there 
done that kind of thing so its interesting coming back and the whole thing 
coming back full circle as it is  
JM: 
What for you is the point of education? 
L: 
Its really, really very strange I spent years and years clinging to the thing 
and whether it was the rationalisation WKDWWKHVFKRROUHVXOWVZHUHQ¶WYHU\
good that the main point of education is to equip young people with the 
skills that they need to get on in life you then go through what must be the 
best part of 8 years maybe even more in Serious Weaknesses and Special 
Concerns and you can tell that the only thing that they are interested in is 
the results when the kids leave school and in the last 3 or 4 years I have 
FKDQJHGP\WHDFKLQJVW\OH,¶PDORWPRUHGULYHQE\H[DPUHVXOWVWKDQ,
have ever been but I can actually see that the kids get better results but 
whether they are better mathematicians or not is another thing and its this 
thing where because it has got us put of Special Measures because it has 
got us to being a good school because it has got us as a department being 
noticed for the right reasons as opposed to the wrong reasons you kind of 
go along with it but really I think that I still find it very difficult to 
UDWLRQDOLVHDQGLWVVRPHZKHUHLQWKHPLGGOH7KHUHDOVWDUWRIWKHVFKRRO¶V
decline in my opinion was when Ofsted started and we were doing a good 
job for the kids we had and those who wanted to progress could get on and 
WKRVHWKDWZHUHQ¶WSDUWLFXODUO\DFDGHPLFZHXVHGWRRFFXS\EXW,IHOWJDYH
them a real good understanding of what was required to be part of a team 
to be part of a community and most of them I think went on to be 
successful in what they wanted to do but it was not on the Ofsted scheme 
of things and so we went from that to being all we were worried about was 
exam results and in the process in the transfer from one to the other the 
NLGVIHOWWKDWZHZHUHQ¶WLQWHUHVWHGLQWKHPDQGLWZHQWWRDSRLQWZKHUHLW
was near anarchy at one point you know because we were trying to do 
WKLQJVWKDWZHUHIRUHLJQWRXVEHFDXVHLWUHDOO\ZDVQ¶WZKDWZHZere used 
WRWKHNLGVGLGQ¶WUHVSRQGWRLW\RXNQRZDQGZHKDGSHRSOHWHOOLQJXV\HV
LWZDVWKHULJKWWKLQJWRGRDQGFOHDUO\LWZDVQ¶WEXWZHKDYHFRPHURXQG
now after a period of time probably to get the balance sort of right but as 
somebody in an inner-city school the biggest problem is that you fall 
between two stools you know that of being a social worker and that of 
EHLQJDWHDFKHUDQGIRURUVRSHUFHQW\RXFDQ¶WGRWKHWZRMREVIRUWKHP
because they need more of you as a social worker or they need more of 
you as a teacher and I just feel that you fall between the two stools you 
know a lot of the kids that we have got their biggest sense of security is 
ZKDWWKH\JHWDWVFKRRODQG,GRQ¶WNQRZLI,FDQUDWLRQDOLVHWKHIDFWZLWK
myself or whatever but sometimes the kids kick off with us because they 
QHHGWRDQGLW¶VWKHRQO\SODFHWKDWWKH\FDQGRLWDQGIHHOVDIH\RXNQRZ
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its their one chance of getting the attention off somebody that is not going 
to smack them or hit them or you know fall out greatly with them and lets 
face it everybody as they are growing up needs to kick off some time or 
RWKHUWKHUHLVYHU\IHZSHRSOHZKRGRQ¶WDQGLQLQQHU-city places it is more 
than others and I think that what we have done is give the opportunity in a 
fairly safe and secure environment to test the limits to do this that or the 
other but to do that in a situation where they are safe. 
And if I look back at the biggest success of the school then its that we have 
been in a very difficult community and we have actually taken some very 
damaged young people and sent them out the other end being able to cope, 
ZH¶YHKDGRXUVKDUHRIIDLOXUHVDVHYHU\ERG\ZLOOGREXWNLQGRILI\RXORRN
at the school and especially in the first 15 or 20 years that I was in the 
school and we went through that patch and we are getting back again and 
I was talking to somebody this morning about the fact that we were victims 
RIRXURZQVXFFHVVDWRQHSRLQWEHFDXVHLWZDVQ¶WWKHILUVWWKLQJWKDWZH
would do if kids misbehaved is throw them out or exclude them and I think 
social services had dealings with us and they thought that we dealt with 
situations well and were kind of a caring school and this that and the other 
and so what happened was if any kids were having problems elsewhere 
they were getting sent here and so the pool of awkward children that you 
KDGWRGHDOZLWKJUHZDQGJUHZDQGVRZHJRWWRDSRLQWZKHUHZHFRXOGQ¶W
physically deal with it and we are in the same situation now with students 
with English as an additional language we are getting a lot of Eastern 
Europeans who are coming into the school with no English because they 
tend to do well and they tend to settle and they tend to not have the 
problems and their attendance is good but all that happens is that you then 
put yourself into a situation where you are stretching the resources far too 
much and its like anything in government if something is good well you pile 
LWRQDQG\RXSLOHLWRQDQGWKHQKHQLWVEURNHNLQGRILW¶VWKH
HVWDEOLVKPHQW¶VIDXOWLWVQRWWKHLUIDXOWIRUGRLQJLW \RXNQRZDQGWKDW¶V
what happened then we hit Special Measures and all sorts of things you 
know 
JM: 
How do you respond to the plans for the proposed changes to the school? 
How do these plans make you feel on a personal level as well as a 
professional level? 
L: 
On a personal level I was going to leave, retiring at 55 so I was going to go 
in June 2008 its changing a bit now because what it is it may give me some 
bargaining power to enhance my pension if I was to stay on for the extra 
year listening to what the union people were saying but I will not go to the 
new school so really its not affecting me I have not got agitated about it 
the only thing that really, really annoys me is they have got a superb 
opportunity to set up something that is really good for a place like 
Avondale for a false economy they are going to spoil it 
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JM: 
How? 
L: 
Joseph Moore and what used to be (name of school) now (current name of 
school) have been arch enemies since I came its never been anything you 
know this year there was a bit of WURXEOHIRUWZRRUWKUHHQLJKWVDQGWKHUH¶V
never been anything serious in all the time that I have been here but there 
will be at football matches and things like that there has always been 
tension why they did not look to open a new school with a year 7 and run 
WKHVHWZRVFKRROVGRZQDQGWKHQ\RX¶YHJRWWKHRSSRUWXQLW\WREXLOGDQHZ
VFKRRODQGJRWDNHLWWKURXJK\RX¶YHJRWWKHHWKRVLQWKHVFKRRO\RXFDQ
set the right sort of standards that you want with people that are young 
enough to mould you are going to put kids together now who have got 
exactly their own ideas of how they should do things and what they should 
do and I just think its going to be very, very difficult I like the idea of it 
being an academy I like the idea of it being vocationally based I think 
WKDW¶VULJKWIRUWKLVVRUWRIDUHDWRJHWWKHPHQJDJHGDQG,WKLQNWKHLGHDRI
something new the sponsors that we have got are good and the basics of it 
the idea of them putting up a new a school in Avondale is fine I am happy 
with that I just feHOWKDWLW¶VDIDOVHHFRQRP\EHFDXVHWKH\ZLOOKDYHWR
continue throwing money at it for some time whereas they can say it cost 
XVDQH[WUDWKUHHRUIRXUPLOOLRQSRXQGVEXWWKHQ\RX¶YHJRWDUHDOO\VXSHU
school when its finished and you would end up with something that is really, 
really good so I feel that they have missed a trick  
JM: 
Tell me about some of the other major changes you have experienced in 
your time in teaching  
L: 
The national curriculum is one you know kind of a paper chasing exercise 
JM: 
How did you cope with it? 
L: 
To be honest with you I have tended to go my own sweet way whatever I 
KDYHGRQH,KDYHDGDSWHGDQGDGRSWHGDQGWKHZKROHWKLQJZDVLWZDVQ¶WD
huge deal different to what we were already doing the syllabus is a syllabus 
we got to the point where all this ticking of boxes really never got to a 
stage where it came to fruition and there was never a way in which it 
should be done so kind of we as a school never got round to it you know 
we were moving towards it and looking at this and trialling this and that 
but we never got to the point where and as a cynic now I would say a lot of 
these new initiatives just let them ride themselves out and you will come 
back to things that when I came in 30 years ago and people were hanging 
their hats on this latest idea and so that was one.  I think I have already 
mentioned the biggest thing was Ofsted and as a school going into Serious 
Weaknesses and Special Measures you know there was a real feeling of 
people of the whole thing not being fair you know and it was the Serious 
Weaknesses that got us into Special Measures you k now it was a series of 
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WKLQJVWKHUH\RXFDQ¶WDFWXDOO\VD\WKDWLQDVFKRROLQDQDUHDOLNHWKLV\RX
can be compared with [Name of neighbouring] School and they were 
coming in with the same criteria for both schools there was no you go to a 
school and you get a feel for it and they say they took that into account but 
WKH\QHYHUGR\RXNQRZLWVJRWWREHPHDVXUDEOH\RXFDQ¶WPHDVXUHWKLQJV
like that and I just feel that there was a lot of schools I think it put 
education back because of the way it was done. I have got no problem with 
being monitored if its done in a sympathetic constructive critical way but 
ZKHQSHRSOHFRPHLQWR\RXDQGVD\ZHOOWKDW¶VQRWJRRGHQRXJKDQG\RX
say well why not and they say you as a school have got to sort it out for 
\RXUVHOIDQGWKH\ZRXOGQ¶WEHZLOOLQJWRJLYH\RXDQ\VRUWRIWKLQJVWKHUH¶V
DORWRIIWKHUHFRUGDQG\RX¶YHJRWWRWKHVWXSLGSRLQWZKHUHDVD
department we were criticised for being too text-based so we went away 
from the text-based and two years later they were saying well you need to 
have a text. They would contradict each other and that was obviously one 
RIWKHWKLQJVWKDWWKHUHDVRQVZK\WKH\ZRXOGQ¶WSXWDQ\WKLQJGRZQRQ
paper because different people would come in and view it in a different way 
DQG\RX¶GJHWWKHVLWXDWLRQZKHUH\RXNQRZ« 
JM: 
How does it affect the way you work when you are going through Serious 
Weaknesses and Measures? 
L: 
<RXOLYHLQ«LWLVWKHPRVWVWUHVVIXOWLPHDQd this was all part and parcel of 
when by the very nature of it the governors were looking were looking to 
change it looking to change management and whatever because the 
management system had got into Measures so they were getting different 
people in and GRWKLVEXW\RX«LWZDVVRVWUDQJHEHFDXVHZKHQZHZHUH
going through Measures they would come every time and apart from the 
first time they would say this is good that is good but we are not going to 
take you out of Measures we have been into classrooms and there are 
people chewing and we have been into classrooms and there are people 
with coats on and the bloke said  I am going down the corridor and people 
are not holding doors open for me and these were the ridiculous things that 
were coming through I meDQWKHUHREYLRXVO\ZDVQ¶WHQRXJKOHVVRQVWKDW
were satisfactory but there was a good smattering of good lessons and 
satisfactory lessons and what was being picked out were these sorts of 
things that really rile you but people would come in from the Authority we 
would get consultants in and they used to say yes you are not a bad school 
but consistently Ofsted would come in and say you are rubbish you are 
UXEELVKWKDW¶VWKHRQO\FRQFOXVLRQ\RXFDQGUDZIURPEHLQJLQ6SHFLDO
Measures you are rubbish you are rubbish you are rubbish. 
They changed the team they changed the lead inspector and when you 
know the lead inspector changed instead of having you know a 90 minute 
de-briefing it was something like 10 minutes and you could assume you 
were coming out of Measures and then people started saying good things 
DERXWXVDQGWKHQZLWKLQPRQWKVZH¶UHDJRRGVFKRRODQGLWVWKLVZKROH
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difference it becomes a self-fulfilling prophecy if people tell you you are 
poor and you are bad and you are not doing this that or the other then that 
is how you will perform if people consistently tell you you are good and you 
are working well and you are doing a good job then you will rise to that 
sort of level and they send all this sort of information about how you 
should deal with students how you should be positive and totally contradict 
it in their dealing with you you know kind of left hand right hand you know 
this thing where within days or even on the same day they say they are 
going to look at behaviour and discipline in schools and at the same time 
they put out this thing with terms and conditions and responsibilities 
teaching and learning points you know that nobody will be paid for looking 
DIWHUWKHNLGV$QGLQPRVWVFKRROVWKDW¶VZKDWNHHSVWKHOLGRQWKLQJV\RX
know they are saying they are really going to concentrate on that and the 
same day they are saying that they are taking the thing out with no idea of 
putting anything back in its just wondrous that people feel they have got 
WKDW« 
I mean I feel that they have got that there are people in my position who 
have gone through the system who will take early retirement in two or 
three years whenever it comes and then that will be it, you know 30 or 35 
years of experience in an inner-FLW\VFKRROZLOOMXVWJRDQG,WKLQN\RX¶YH
only got a shelf life of one or two years afterwards but there should be 
SHRSOHOLNHP\VHOIVKRXOGEHPDGHXVHRI\RXNQRZ,¶YHJRWDKHEXJEHDU
DERXWFDUHHUV¶JXLGDQFHLQXQLYHUVLWLHVDWWKHPRPHQWEHFDXVHERWKRIP\
lads have been through it and come out the other end with not the faintest 
idea of what they are going to do and our friends that are in similar 
positions at least 70% of the kids come out with nowhere to go and no idea 
of what to do. You are just failing society by giving people all these ideas, 
you know you read now that you are going to be 58% better off in your life 
if you go to university and get a degree but unless they actually do 
something for the people that are at university you know and actually give 
WKHPVRPHLGHD,¶YHJRWQRSUREOHPZLWKJDS\HDUV,¶YHJRWQRSUREOHP
with people taking two or three years out its far harder for them than it 
ever was for me you know kind of having to pass each semester and do 
this that or the other but if you consider now from the age of about 8 they 
are tested and the biggest gap they get is you know between KS2 and KS3 
\RXNQRZZKHQWKH\¶YHJRW$6OHYHOVDQGZKDWHYHUWKHUH¶VQRZRQGHU
WKHUH¶VDEXUQ-out rate when they are 21 and they want to have time off 
and whatever I have no problem with that but it wants to be planned and 
WKHUH¶VORDGVRIWKLQJVLQHGXFDWLRQWKDWLI\RXMXVWWDONHGWRSHRSOHZKR
KDYHEHHQWKURXJKWKHUHDQGDV,VD\,ZRXOGQ¶WH[SHFWLWWREHPRUHWKDQ
one or two years because once you get out you very quickly forget what its 
like but there is a huge wastage of talent , ability, of understanding you 
know of what makes schools tick but these people have not got the faintest 
idea about you know and well I feel we could save them millions just by 
KDYLQJDNLQGRI,GRQ¶WOLNHWKHZRUG focus group but by having something 
like that of people to talk to who have recently come out of the profession 
that you just have on some sort of minor retainer where you can just go 
through and think well we are thinking of doing this what are your 
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impressions? You know have you got any ideas about that? Chew over it 
DQGLQDZHHN¶VWLPHZHZLOOJRRYHULWDJDLQDQGLWVHYHUVRORJLFDOEXWQRZ
WKHPRPHQW\RXZDONRXWRIWKHVFKRRO\RXU\HDUVRIH[SHULHQFHGRQ¶W
FRXQWIRUDQ\WKLQJDQGWKDW¶VMXVWVWXSLG, know an awful lot more people 
WKDWKDYHMXVWJRWVRPXFKFRPPRQVHQVHDERXWLWDQG,¶PQRWMXVWWDONLQJ
DERXWVD\LQJK,DPEULOOLDQW,KDYHMXVWJRWDORWRIH[SHULHQFHDQG\RX¶UH
far better if people utilise that, pay you your pension and a bit on top   
JM:  
The academy policy is aimed at raising achievement in inner-cities, there 
have been lots of policies aimed at doing this. Can you remember any 
specific policies or directives designed to bring about improvements for 
children such as those in this school?  
L:  
There are so many of them they have become a blur  
JM: 
Have any of them worked in your opinion? 
L: 
(pause) it comes back to what we said there that none of these come 
without valid points but they are rushed and they are not given enough 
time you know and something will come in with a grain of a good idea in 
WKHUHWKDWFRXOGEHQXUWXUHGDQGFRXOGEHPDGHWRZRUNEXWWKH\¶YH
pushed it and people have got to do it and people have had to implement it 
without wanting to and feel that there is no ownership of them but again I 
have this idea of having to sit down and read them and I think we just rush 
WKHPDORWRIWKHVHWKLQJVDUHUHDOO\UXVKHGDQGWKHQLIWKH\KDYHQ¶W
worked in year you know then nobody then monitors them you know its 
like the numeracy strategy, the literacy strategy you know you get those 
things and they are the thing and inset day after inset day and this is going 
WRZRUNDQGWKDW¶VJRLQJWRZRUNDQG\RX¶YHJRWWRKDYHDSROLF\RQWKLVIRU
the school and you can see the point you can see the logic behind it 
literacy, numeracy and then nobody then starts to monitor it and it just 
GLVDSSHDUVDQGWKHQWKHUH¶VDQRWKHURQHWKDWFRPHVLQRUWKH\ZLOOUH-visit 
it after a while, well it was English across the curriculum and then you do 
the litHUDF\SROLF\DQGWKHQLWFRPHVRXWDJDLQDVVRPHWKLQJHOVHDQGLW¶OO
be the same thing but this is what I mean there is not enough thought that 
goes into the actual implementation of it and the follow-up of it giving it 
time to come through and ok it might take a year or so to get it finally 
nailed down but its all this if its not in and working within six months then 
its failed and its stupid and all of these things have got basis in good ideas 
WKHUH¶VQRWHQRXJKWKRXJKWJRHVLQWRLWWKHUH¶VQRWHQRXJKH[Serienced 
teachers (pause) the advisory people how many of them have gone into it 
EHFDXVHWKH\FDQ¶WFRSHLQWRVFKRRODQG\RXNQRZWKRVHDUHWKHSHRSOH
ZKRFRPHLQWRVFKRROVDQGWHOO\RXZKDWWRGRWKDW¶VQRWWKHFDVHZLWK
everybody but I think 60% of people find their way in their because they 
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FDQ¶WKDFNLWDQGWKHRWKHUSHUFHQWZHOO\RXKDYHJRWVRPHYLVLRQDULHVZKR
think that they can move it on  
JM: 
When you think back on this raft of changes that you have dealt with, what 
did you practically do when the changes came in and how did you cope? 
L: 
<RXGRQ¶WGRHYHU\WKLQJ\RXSLFNXSZKDW\RXWKLQNLVDJRRGLGHD\RXWDNH
out the bits that you think will work and you apply those and its all this 
time about training and taking on new ideas I find it amazing that they can 
say that as students there is an optimum time for learning and what they 
do then is they will introduce the initiatives at the twilight session  and you 
know you are not thinking straight and I love the twilight sessions because 
it gives me days off but Inset days at the end of term you can write off or 
DWWKHEHJLQQLQJRIWKHWHUP\RXNQRZLWGRHVQ¶WVHHPWREHWKHULJKWVRUW
of thing I think the whole thing about Inservice has got to be re-thought 
DQG,WKLQNSHRSOHVHHLWDVDELQG:H¶YHDOO met teachers, and you might 
be one of them and I apologise if you are, you know that are really 
enthusiastic about anything new that comes along you know and are willing 
WRHPEUDFHHYHU\WKLQJDQGWKHQWKHUH¶VRIWHDFKHUVZKRKDYHEHHQ
teaching for say \HDUVLIDQ\WKLQJQHZFRPHVDORQJ\RXNQRZWKHUH¶VD
certain resistance against that and you are pushing against that and the 
harder the authority or the government push people push against it and 
WKH\GRQ¶WVRUWRIJUDVSWKDWZKDW\RXZDQWLVVRPHVRUW of system where 
people have got to digest the information because you go on courses and 
you get the feeling that people have got to have all the boxes ticked and 
then kind of you know and then you get people coming into to watch your 
lessons and they say µKDYH\RXWULHGKDYLQJPRUHGLVFXVVLRQ"¶DQG,VD\
µ\HVEXW,QHHGWRJHWHYLGHQFH¶µEXWZK\GR\RXQHHGWRJHWHYLGHQFH"¶
µ%HFDXVHSHRSOHOLNH\RXFRPHURXQGDQGVD\ZKDWHYLGHQFHKDYH\RX
JRW"¶DQGWKH\DUHWKHQFRQWUDGLFWLQJHDFKRWKHUDQG,ILQGP\EHVt lessons 
are when people have got chance to sit and talk and mull over ideas and 
ZKDWHYHUDQGLIWKH\¶YHJRWWRZULWHDELWRISDSHUDWWKHHQGRILWWKH\
GRQ¶WZDQWWRDQGWKLQJVOLNHWKDW6RFRPLQJEDFNWRWKHTXHVWLRQKRZ
have I coped, the attitude I have towards it is if I ignore it for long enough 
it will go away and nobody is going to come up and start smacking me and 
threatening me and every so often I will pick something up and its almost 
like second nature you sit down there and you are listening and you think 
that sounds like a good idea and next time you are planning a lesson on 
VRPHWKLQJWKDWWKDW¶VLQYROYHG\RXLQFRUSRUDWHLWEXWWKHUH¶VQRNLQGRIELJ
WKLQJWKHUHWKDW\RX¶YHJRWWRGRDQG,WKLQNWKDW¶VWKHZD\WKDWSHRSOH
work 
JM: 
,¶PWU\LQg to get a picture of the working lives of teachers who have 
committed themselves to working in the inner-city and of how they have 
understood the waves of policy change. Is there anything else I should 
have asked you to get a clearer picture of this from your experience? 
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L: 
The only one thing is that I think and I find that and there are probably 
other walks of life that are the same when you are dealing with people 
yourself if you are dealing with very young people its this thing about not 
enough is made RIZKDWLVJRLQJRQZLWKWHDFKHUV¶OLYHVWKH\DUHQRWVHHQ
DVLQGLYLGXDOVDVDZKROHSHUVRQNLQGRI«ZHDUHDFWXDOO\YHU\JRRGDWWKLV
school I was going through his thing with  my wife when she was 
diagnosed with cancer and these two or three weeks when you are in utter 
turmoil and she goes and has an operation and things like that and you 
know they were very good with me any time I needed to go they let me 
EXWWKHUHDUHVFKRROVWKDWDUHQRWOLNHWKDW:HDVDVFKRROEHFDXVH,¶YH
moved on a bit its not the way I spend my social life now, but when you go 
out with a group of people drinking, swearing, work hard-play hard, that 
LVQ¶WP\VW\OHVR,GRQ¶WGRLWDQ\PRUHEXW\RXNQRZ,XVHGWRGRZKHQ,
was younger but there is always a strong staff bond here where people 
KDYHGRQHWKDWEXW,GRQ¶WWKLQNWKDW«,WKLQNWKDWLWPLJKWEHZRUWK
looking at how people feel that the school treat them as an individual as a 
person and do they feel valued and whether this us against the rest of the 
world attitude that a lot of typical inner-city schools have is a thing that 
helps them to succeed and the fact that they sometimes feel that they are 
part of a family and partners know other partners and they meet socially 
and so if you go through a bad spell people will kind of ease off a bit and 
take that time there and I think that if there is that, and Graham is very 
good at that here and most people have been over the years and it is 
amazing how that I repaid over the years three or fourfold you know if 
people kind of look after you when you are down then when you come back 
you feel as if you owe them something and I think that has always been 
RQHRIWKHWKLQJVDERXWWKHVFKRROKHUHLW¶OOEHLQWHUHVWLQJWRVHHLIRWKHU
people in the school find it the same way and if other city schools find it 
the same way and if it is in other establishments, you get the thing now 
ZLWKWKHGD\VGRQ¶W\RXZKHUHSHRSOHJHWZDUQLQJOHWWHUVDIWHUGD\V
DQGLW¶VDPDWWHURIKRZLWVGRQH,ZDVGHDOLQJZLWKSHRSOHZKRZHUHRII
and you know kind of I phoned them up and if the letter had gone before I 
had realised then I tried to explain to them that the authority have got 
power of care over them, no a duty of care not power of care and they 
have got a duty to make sure that you are being properly looked after and 
one of the things that they should be doing is making sure that you are 
being treated properly, now when a lot of people get these letters they see 
LWDVEHLQJFKHFNHGRQDQGWKHUH¶VWKDWVRUWRIZD\RIGRLQJLWDQGLWV
amazing how devastating that can be and its amazing the number of 
people who get those letters who leave the school very shortly afterwards 
RUFRPHEDFNZLWKDµ,¶PQRWERWKHUHG¶DWWLWXGHDQG,WKLQNWKDWWKDW¶V
probably the thing in inner-FLW\VFKRROVµZHDUHDOOLQLWWRgether and we are 
all part of one big family and you know if you are going through a bad 
SDWFKWKHQZH¶OOORRN DIWHU\RX¶ 
JM: 
Yes I recognise that 
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L 
Yes 
JM: 
Thank you very much for your time   
L: No problem 
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